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SANTRAUKA 

Straipsnyje pristatoma apibendrinta patirtis 
rengiant ir atnaujinant studijij programas 
studijij rezultatij pagrindu. Pateiktos studijij 
programos paskirties (profilio), tikslo, re- 
zultatij sampratos ir aptarti jij formulavimui 
keliami reikalavimai, demonstruojami jq for- 
muluociij pavyzdziai, diskutuojama studijij 
prograrmj rengimo logika studijij rezultatij 
pagrindu, analizuojama studijij rezultatij 
sandara ir jij sudaranciij dimensijij bei para- 
metrij sijsajos, pateiktos suskaidytij ir sugru- 
puotij studijij programos rezultatij kritinio 
derinimo galimybes, studijij programos, stu¬ 
dijij programos komponentij rezultatij ir jij 
pasiekimo jvertinimo kriterijij sqsajij pavyz¬ 
dziai bei analize, diskutuojamos kai kurios 
studijij kreditij priskyrimo studijij rezulta- 
tams problemos. 


1 Placiau zr. ESF projekto „Pirmosios studijij pako- 
pos ir vientisijjij studijij programij atnaujinimas Vytauto 
Didziojo universitete remiantis vieningos Europos aukstojo 
mokslo erdves principais“ (SPRA VDU, VP1-2.2-SMM- 
07-K-01-084) 1 metodologinj vadov^ „Studijij rezultatij ir 
studijavimo pasiekimij jvertinimo koncepcijos integravimo 
j studijij process metodologiniai pagrindai“ bei 1 metodik^ 
„Studijij programij atnaujinimas studijij rezultatij pagrindu". 
Prieiga per internet^: http://www.vdu.lt/skc - skyrius „Pro- 
jektai" (lietuviij kalba). 


ABSTRACT 

This article presents generalisations drawn 
from experience gained designing and renew¬ 
ing study programmes so that the use of learn¬ 
ing outcomes became the underlying principle 
of curriculum organisation. Conceptions of a 
purpose (profile), aim and outcomes of a study 
programme are presented, their formulation re¬ 
quirements are discussed and examples of their 
formulations are given. The logic of design¬ 
ing study programmes on the basis of learning 
outcomes is discussed; the structure of learning 
outcomes and the links of its dimensions and 
parameters are analysed; possibilities for critical 
alignment of divided and grouped study pro¬ 
gramme outcomes, as well as examples and an 
analysis of links among components of a study 
programme, are presented; illustrative outcomes 
of study programme components, and criteria 
for assessment of their achievement, are provid¬ 
ed; some problems related to allocation of study 
credits to learning outcomes are discussed. 


1 For more information see the ESF project “The Renewal of 
the First Study Cycle and Integrated Study Programmes at Vytau¬ 
tas Magnus University in Accordance with the Principles of the 
United European Higher Education Area” (SPRA VDU, VP 1-2.2- 
MM-07-K-01-084) - its 1 st methodological manual “Methodo¬ 
logical Principles for the Integration of the Conception of Learn¬ 
ing Outcomes and Evaluation of Learning Achievements into 
the Study Process” and 1 st methodology “The Renewal of Study 
Programmes on the Basis of Learning Outcomes”. Internet access: 
http://www.vdu.lt/skc - section “Projects” (in Lithuanian). 
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PAGRINDINiy SAVOKy APIBREZIMAI 

• Edukologija - svietimo (zmogaus ugdymo, 
ugdymosi ir saviugdos) reiskiniq tyrimai; 
mokslas apie patikrinamq ir esmin§ moky- 
mo/destymo bei mokymosi ir studijavimo 
ziniij visumq, kuri ekspertiniu diskursu yra 
nuolat tikslinama. 

• Gabumas - vienas is atlikimo lygmenq, 
pasireiskiantis kaip jgimta zmogaus galia kcj 
nors padaryti gerai; gebejimo prielaida. 

• Gebejimas - vienas is atlikimo lygme- 
ni}, pasireiskiantis kaip socializacijos budij 
is(si)ugdytas gabumas; mokejimo prielaida. 

• Igudis - vienas is atlikimo lygmenij, pasireis¬ 
kiantis kaip iki automatizmo islavintas asmens 
mokejimas; mokejimo kokybiskumo rodiklis. 

• Kompetentingumas 2 - praktiskai patikrintas 
gebejimas integruotai ir tikslingai panaudoti 
jgytas zinias, mokejimus, vertybes ir poziu- 
rius jvairiomis darbo ar studiji} situacijomis, 
taip pat tobuleti asmeniskai bei profesiskai; 
studijq rezultato sudedamoji dalis, rodan- 
ti studento gebejimq gerai atlikti tam tikrus 
veiksmus ar dalj veiklos; kreditq arba kvalifi- 
kacijos suteikimo pagrindas. 

• Mokejimas - vienas is atlikimo lygmeni}, 
pasireiskiantis gebejimu tinkamai atlikti pro- 
fesinj veiksmq ar dalj profesines veiklos pagal 

2 Socialinio kontstrukcionizmo pazinimo (angl. Social 
constructionist epistemology ) teorijos (pastarqjq reiketq skirti 
nuo socialinio konstruktyvizmo pazinimo teorijos - angl. 
social constructivism ) salininkai (Bruner, 1986; Burr, 1995; 
Gergen, 1985; Hacking, 1999; Rorty, 1979 beikiti) teigia, kad 
socialiniai reiskiniai kaip zmoniq kurybos produktai skirtin- 
guose socialiniuose kontekstuose (angl. Social locations ) gali 
tureti skirtings prasm^. Kompetentingumo samprata siame 
straipsnyje apibreziama svietimo sistemos kontekste, kuris 
yra pagrindas kvalifikacijai ar kreditams suteikti. Darbo rin- 
kos kontekste kompetentingumas yra pagrindas pareigoms 
uzimti ir apima turim^ kvalifikacij^ bei sukaupt^ patirtj 
dirbant pagal tq kvalifikacij^. Trecia vertus, kompetentin¬ 
gumo struktur^ tiek svietimo sistemoje, tiek darbo rinkoje 
is esmes sudaro tie patys komponentai: zinios ir mokejimai 
(savarankiskumas) bei vertybes ir poziuriai (atsakingumas), 
taciau skirtinguose socialiniuose kontekstuose (svietimo 
sistemoje ir darbo rinkoje) reikalavimai kompetentingumo 
raiskai ir pats jo reiskimasis yra skirtingi. Siuo aspektu pla- 
ciau zr. K. Pukelis (2009). 


DEFINITIONS OF KEYWORDS 

• Educology - research of education (nurtu¬ 
ring, learning and self-nurturing of human 
being) phenomena; the study of the verifiable 
body of knowledge about the teaching-lear¬ 
ning process which underlies, and is expres¬ 
sed in, continuing expert discourse. 

• Aptitude - one of the levels of performance, 
expressed as a person’s inborn power to do 
something well; prerequisite for ability. 

• Ability - one of the levels of performance, ex¬ 
pressed as an aptitude (self)developed through 
socialisation; prerequisite for skill. 

• Automatic activity - one of the levels of per¬ 
formance, expressed as an individual’s skill 
developed up to automatism; an indicator of 
quality of a skill. 

• Competence 2 - a practically tested ability to use 
acquired knowledge, skills, values or attitudes 
integrally and purposefully in a variety of work 
or study situations, as well as to use it for per¬ 
sonal and professional development; a part of a 
learning outcome that indicates student’s ability 
to perform certain actions or a part of an activity; 
the basis for awarding credits or a qualification. 

• Skill - one of the levels of performance, ex¬ 
pressed as an ability to perform a professional 
action or a part of professional activity in ac¬ 
cordance with set requirements (standards); 

2 Supporters (Bruner, 1986; Burr, 1995; Gergen, 1985; Hack- 
ing, 1999; Rorty, 1979 and others) of the social constructionist 
epistemology theory (it is important to distinguish it from the 
social constructivism theory) claim that social phenomena as 
human creation products can have different meaning in dif¬ 
ferent social locations. The concept of competence in this ar¬ 
ticle is defined in the education system context which acts as 
the basis for awarding a qualification or credits. In the labour 
market context, competence is the basis for placement and 
involves available qualification and experience gained when 
working according to this qualification. On the other hand, 
the structure of competence both in the education system and 
in a labour market basically consists of the same components: 
knowledge and skills (autonomy), as well as values and atti¬ 
tudes (responsibility); however, requirements for the expres¬ 
sion of competence and its expression itself are different in 
different social locations (education system and labour mar¬ 
ket). For more information on this aspect see Pukelis (2009). 
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nustatytus reikalavimus (standartus); jgudzio 
prielaida ir kompetentingumo pagrindas. 

• Studiji) programos komponentai - kokybis- 
kai skirtingos studijij program^ sudarancios 
dalys (studijij dalykai arba moduliai, prakti- 
kos, kursiniai projektai, baigiamasis darbas ir 
pan.). 

jVADAS 

Vienas svarbiausii} Bolonijos proceso (1999) 
tikslip - sukurti bendrij Europos aukstojo 
mokslo erdv£ (angl. European Higher Educa¬ 
tion Area - EHEA). Siam tikslui pasiekti svar- 
bus vaidmuo tenka studiji) rezultatams (angl. 
learning outcomes). U. Bartoschas (2008) stu- 
dijip rezultatus prilygino ..Bolonijos kodui“ 
(p. 18-19), del kurio veikia sudetingas Eu¬ 
ropos aukstojo mokslo erdves mechanizmas. 
Studijij rezultatai yra lyg universali elementa- 
rioji dalele, is kurios bus nuaustas visas Euro¬ 
pos aukstojo mokslo erdves audeklas. Studijij 
rezultatai leidzia kurti ne tik bendrcj Europos 
aukstojo mokslo erdves sistemcj, grindziamcj 
ECTS (angl. European Credit Transfer and 
Accumulation System) ir lengvai supranta- 
momis bei tarp saliq lyginamomis naciona- 
linemis kvalifikacijij scjrangomis, bet Europos 
mokymosi viscj gyvenimcj metasqrangq (angl. 
European Qualifications Framework for Life¬ 
long Learning - EQF, 2008), sudaranciq prie- 
laidas lyginti studijij programij kokybq tarp- 
tautiniu mastu. 

Studiji). rezultati) svarba Bolonijos pro¬ 
ceso (1999) tikslams pasiekti pirmcj kartcj 
politiniu lygmeniu buvo akcentuota Berlyno 
(2003) komunikate: „Ministrai skatina Bolo¬ 
nijos proceso nares parengti palyginamas ir 
suderintas jij aukstojo mokslo sistemij kvali¬ 
fikacijij scjrangas, kurios apibreztq kvalifika- 
cijas darbo kruvio, lygmens, studiji) rezultati) 
(paryskinta aut.), kompetentingumij ir pro- 
filio sampratomis. Taip pat salys narys ture- 
tij parengti visas sias sqrangas apjungiancicj 


component of the competence and prerequi¬ 
site for an automatic activity. 

• Study programme components - different 
parts of a study programme (course units 
or modules, practices, course projects, fi¬ 
nal thesis etc.) that ensure its high-quality 
constitution. 

INTRODUCTION 

One of the most important aims of the Bolo¬ 
gna Process (1999) is to create a united Euro¬ 
pean Higher Education Area (EHEA). In order 
to achieve this aim, an important role is given 
to learning outcomes. Bartosch (2008) equat¬ 
ed learning outcomes to “the Bologna Code” 
(p. 18-19) through which the complex mecha¬ 
nism of the European Higher Education Area is 
able to function. Learning outcomes are like a 
universal elementary particle that will be used 
to weave an entire cloth of the European Higher 
Education Area. Learning outcomes allow the 
creation not only a united system of the Euro¬ 
pean Higher Education Area based on ECTS 
(European Credit Transfer and Accumulation 
System) and of an easily understood and inter¬ 
nationally comparable national qualifications 
frameworks, but also the European Qualifica¬ 
tions Framework for Lifelong Learning (EQF, 
2008) that enables international comparison of 
study programmes quality. 

The importance of learning outcomes for 
the achievement of the Bologna Process (1999) 
aims was politically emphasised for the first 
time in the Berlin Communique (2003): “Min¬ 
isters encourage the member States to elabo¬ 
rate a framework of comparable and compat¬ 
ible qualifications for their higher education 
systems, which should seek to describe quali¬ 
fications in terms of workload, level, learning 
outcomes (emphasised by author), competenc¬ 
es and profile. They also undertake to elaborate 
an overarching framework of qualifications for 
the European Higher Education Area” (p. 4). 
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Europos aukstojo mokslo erdves kvalifikaciji} 
sqrangq" (p. 4). 

Studiji} rezultaty svarba akcentuota ir ve- 
lesniuose Bolonijos proceso saliip svietimo mi¬ 
nistry priimtuose Bergeno (2005), Londono 
(2007), Liuveno (2009) komunikatuose. Pa- 
vyzdziui, Londono (2007) komunikate studiji} 
rezultatij vaidmuo, kuriant vieningq Europos 
aukstojo mokslo erdvq, detalizuojamas pla- 
ciau: „Trys Bolonijos pakopos yra grindziamos 
bendraisiais studiji} rezultatij (paryskinta aut.) 
aprasais, tad akivaizdu, kad aukstojo mokslo 
studiji} programi} apibrezimas studiji} rezul- 
tatais yra butina sqlyga daugeliui Bolonijos 
proceso tiksly pasiekti iki 2010 metij. Studiji} 
rezultatai nepaprastai svarbus pletojant naci- 
onalines kvalifikaciji} sqrangas, kredity kaupi- 
mo ir perkelimo sistemas, diplomo priedelius, 
ankstesnio mokymosi pripazinimq ir kokybes 
uztikrinimq" ( Bologna Process Stocktaking, 
Londono komunikatas, 2007, p. 51). 

Europos Syjungos Komisija savo Reko- 
mendacijose (2008) taip pat pabreze studijy 
rezultaty svarb;}: „Svarbu naudoti studiji} re- 
zultatais (paryskinta aut.) grjstq poziurj, kai 
apibreziame ir apibudiname kvalifikacijas ir 
skatiname neformalaus ir savaiminio moky¬ 
mosi pripazinim^..." (p. 5). 

Sie politiniai dokumentai ragina vi- 
sus Europos aukstyjy mokykly destytojus 
studijy programas rengti ir studijy proce¬ 
ss grjsti studijy rezultatais. Studijy pro- 
grama - pagrindinis aukstosios mokyklos 
studijy vienetas, kurj sekmingai baigusiam 
absolventui suteikiama atitinkamos studijy 
pakopos (bakalauro, magistro, daktaro) ir 
studijy krypties (edukologijos, psichologi- 
jos, mechanikos ir pan.) kvalifikacija (pvz., 
edukologijos magistras). Nors mokslineje 
literaturoje placiai analizuojami studijy re¬ 
zultaty taikymo privalumai ir trukumai tiek 
instituciniu, nacionaliniu ir tarptautiniu ly- 
giais (Adam, 2007; 2008; Moon, 2002; EQF, 
2008; Shift to Learning Outcomes, CEDEFOP, 
2008 ir 1.1.), bet iki siol mazai diskutuojama 


The importance of learning outcomes was 
also emphasised in the Bergen (2005), London 
(2007) and Leuven (2009) Communiques ap¬ 
proved by the ministers of education of the Bo¬ 
logna Process member states. For example, the 
role of learning outcomes in the creation of the 
united European Higher Education Area are 
analysed in more detail in the London Com¬ 
munique (2007): “The three Bologna cycles 
are based on generic descriptors of learning 
outcomes (emphasised by author), so it is clear 
that describing higher education programmes 
in terms of learning outcomes is a precondition 
for achieving many of the goals of the Bolo¬ 
gna Process by 2010. Learning outcomes are 
critically important in the development of na¬ 
tional qualifications frameworks, systems for 
credit transfer and accumulation, the diploma 
supplement, recognition of prior learning and 
quality assurance” ( Bologna Process Stocktak¬ 
ing, London Communique, 2007, p. 51). 

The importance of learning outcomes is 
also emphasised in the Recommendations of 
the European Union Commission (2008): “It is 
important to use an approach based on learn¬ 
ing outcomes (emphasised by author) when 
defining and describing qualifications and 
promoting the validation of non-formal and 
informal learning...” (p. 5). 

These political documents encourage all 
teachers in European higher education institu¬ 
tions to design study programmes and study pro¬ 
cess on the basis of learning outcomes. A study 
programme is the main study unit of a higher 
education institution, successful completion of 
which leads to the award of a qualification (e.g., 
master in educology) within a particular study 
cycle (bachelor, master, doctoral) and study field 
(educology, psychology, mechanics etc.). Al¬ 
though scientific literature widely analyses ad¬ 
vantages and disadvantages of the application of 
learning outcomes at institutional, national and 
international levels (Adam, 2007; 2008; Moon, 
2002; EQF, 2008; Shift to Learning Outcomes, 
CEDEFOP, 2008 etc.), practical questions on 
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praktines patirties klausimais, kaip pagrjs- 
ti ir tikslingai susieti atskirus studijij pro- 
granuj apraso parametrus studijij rezultatij 
paradigmoje. Siame straipsnyje aptarsime 
metodologin^ ir metodin^ patirtj, sukauptq 
diegiant studijij rezultatus j studijij proce¬ 
ss pagrindziant studijij programos paskir- 
tj, formuluojant studijij programos tikskj, 
identifikuojant ir formuluojant studijij pro¬ 
gramos rezultatus, skaidant bei grupuojant 
juos j smulkesnius studijij rezultatus ir kri- 
tiskai derinant tarpusavyje. Paliesime kai 
kurias studijij kreditij priskyrimo studijij 
rezultatams problemas. 

1 

STUDIjy REZULTATy SAMPRATA IR 
PASKIRTIS 

Mokslineje (Adam, 2004,2007,2008; Bartosch, 
2008; Gosling, Moon, 2001; Kennedy, 2007; 
Kennedy, Hyland, Ryan, 2009; McMahon, 
Thakore, 2006; Moon, 2002; Pukelis, 2009; Sla¬ 
ter, 2003; Savickiene, 2010 ir pan.), politineje 
(Berlyno 2003; Bergeno 2005; Londono 2007 
komunikatai; EQF 3 , 2008; CEDEFOP 4 , 2008; 
EU, 2008 ir kt.) ir praktineje ( American Associ¬ 
ation of LawLibraries: http://www.aallnet.org; 
Regulatory Arrangements for Qualifications 
and Credit Framework in England, Wales and 
Nothern Ireland, November 2008, p. 40; Trans¬ 
national European Evaluation Project - TEEP, 
Tunig Guide, 2010 ir pan.) literaturoje sutinka- 
me daug ir ivairiij studijij rezultatij apibre/.imij, 
taciau visi jie daugiau arba maziau atitinka tij 
pacicj sampratcj ir prasmq. 

Siame straipsnyje mes remsimes EQF 
(2008) pateiktu studijij rezultatij sampratos 
apibrezimu: „Teiginiai, kurie nurodo, kij stu- 
dentas zino, supranta ir yra pajegus padaryti 


3 EQF - European Qualifications Framework (liet. Europos 
Kvalifikacijif sqranga). 

4 CEDEFOP - European Centre for Development of Vocatio¬ 
nal Training (liet. Europos profesinio rengimo pletros centras ). 


how to validate and purposefully relate distinct 
parameters of study programme descriptions 
in the paradigm of learning outcomes are not 
discussed sufficiently in the literature. In this 
article, methodological and methodical experi¬ 
ence gathered during the integration of learn¬ 
ing outcomes into a study process will be dis¬ 
cussed with a focus on validating the purpose 
of a study programme, formulating the aim of 
a study programme, identifying and formulat¬ 
ing study programme outcomes, dividing and 
grouping them into smaller learning outcomes 
and critically aligning them. Some of the prob¬ 
lems related to the allocation of study credits to 
learning outcomes will also be considered. 

1 

THE CONCEPT AND PURPOSE OF 
LEARNING OUTCOMES 

Scientific (Adam, 2004,2007,2008; Bartosch, 
2008; Gosling, Moon, 2001; Kennedy, 2007; 
Kennedy, Hyland, Ryan, 2009; McMahon, 
Thakore, 2006; Moon, 2002; Pukelis, 2009; 
Slater, 2003; Savickiene, 2010 etc.), political 
(Berlin 2003; Bergen 2005; London 2007 com¬ 
muniques; EQF 3 ,2008; CEDEFOP 4 ,2008; EU, 
2008 etc.) and practical ( American Associa¬ 
tion of Law Libraries: http://www.aallnet.org; 
Regulatory Arrangements for Qualifications 
and Credit Framework in England, Wales 
and Northern Ireland, November 2008, p. 40; 
Transnational European Evaluation Project - 
TEEP, Tuning Guide, 2010 etc.) literature in¬ 
troduce many different definitions of learn¬ 
ing outcomes. All of them, however, more 
or less correspond to the same concept and 
meaning. 

This article uses the definition of learning 
outcomes provided by EQF (2008): “Learn¬ 
ing outcomes are statements of what a learner 

3 EQF - European Qualifications Framework. 

4 CEDEFOP - European Centre for Development of Voca- 
tional Training. 
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pasibaigus studijij procesui ir yra apibudina- 
mi zinojimu, mokejimais bei kompetentingu- 
mu“ (EQF, 2008, p. 11). 

Vadinasi, studijij rezultatai nusakomi tri- 
mis pagrindinemis dimensijomis 5 : ziniomis/ 
zinojimu (angl. knowledge), mokejimais (angl. 
skills) ir kompetentingumu (angl. competen¬ 
ce). Salia ziniij (zinojimo) dimensijos daznai 
vartojama papildoma supratimo 6 dimensija. 
{vairiose svietimo sistemose jos aprasomos 
jvairiais parametrais 7 . Pavyzdziui, Airijos svie¬ 
timo sistemoje zinios, kaip ir zinojimas (angl. 
know-how) beimokejimai, aprasomipasitelkus 
po du parametrus (deskriptorius) 8 , o kompe- 
tentingumas - 4 parametrais (deskriptoriais). 
Vadinasi, Airijos svietimo sistemoje studijij 
rezultatij strukturcj sudarancios dimensijos 
(zinios, mokejimai ir kompetentingumas) 
apibreziami 8 parametrais (deskriptoriais): 

„1. Ziniij dimensija: a) platumo parame- 
tru, t. y., kiek placios yra studijuojanciojo 
zinios? ir b) pobudzio, rusies parametru, t. y. 
kokio pobudzio arba kokybes ziniomis studi- 
juojantysis disponuoja? 

2. Zinojimo ir mokejimi} dimensija: a) zi¬ 
nojimu, kaip padaryti, kuris nusakomas mo- 
kejimq diapazono platumo parametru, t. y., 
kokio platumo turi buti studijuojanciojo de- 
monstruojami fiziniai, intelektiniai, sociali- 
niai ir kiti mokejimai? ir b) zinojimu, kokius 

5 Dimensija (lot. Dimensio) - matmuo. Kai kalbame apie 
profesin^ veikl^ kaip apie reiskinj, dimensija suprantama 
kaip reiskinj nusakantys matmenys. Pavyzdziui, jei ^sotj 
jsivaizduojame kaip reiskinj, pagrindines jj nusakancios di¬ 
mensijos (matmenys) - svoris, aukstis, medziaga, is kurios 
pagamintas (molis, stiklas, metalas ir 1.t.), talpa ir pan. 

6 Galima zinoti, bet nesuprasti (t. y. nemoketi paaiskinti 
„kodel?“, „kaip?“ ir pan.). 

7 Parametras (gr. Parametron) - atmatuojantis. Parametras yra 
dimensijos konkretizavimas (detalizavimas), nes parodo (atma- 
tuoja), koks yra ^socio svoris, talpa, aukstis ir t. t. Tik zinant 
reiskinio parametrus, galima spr^sti apie jo kokyb^ (dydj, talp^, 
svorj, atsparum^ ir 1.1.). Studijij rezultatij dimensijas nusakantys 
parametrai (konkrecios zinios, mokejimai ir kompetentingu- 
mai) atskleidzia studijij programos kaip reiskinio kokyb^. 

8 Deskriptorius - vienareiksmiskai apibreztas terminas 
(zodis ar zodziij junginys), vartojamas dokumentij turiniui 
aprasyti ir informacijai surasti formalizuotuose informaci- 
nes paieskos sistemose ( Tarptautiniij zodziij zodynas). 


knows, understands and is able to do on com¬ 
pletion of a learning process, which are defined 
in terms of knowledge, skills and competence” 
(EQF, 2008, p. 11). 

Thus learning outcomes can be described 
in terms of three main dimensions 5 : knowl¬ 
edge, skills and competence. Next to the di¬ 
mension of knowledge (knowing), one can 
often find an additional dimension of under¬ 
standing. These dimensions can be described 
in terms of various parameters 7 in different 
education systems. For example, in the Irish 
education system, knowledge as well as know¬ 
how and skills are described in terms of two 
parameters (descriptors) 8 , while 4 parameters 
(descriptors) are used to describe competence. 
In the Irish education system, therefore, di¬ 
mensions (knowledge, skills and competence) 
that constitute the structure of learning out¬ 
comes are described in terms of 8 parameters 
(descriptors): 

“1. Knowledge - a) breadth. How exten¬ 
sive is the learners knowledge? b) kind. What 
nature or quality of knowing has the learner 
engaged in? 

2. Know-how and skill - a) range. How 
extensive are the physical, intellectual, social 
and other skills demonstrated by the learn¬ 
er? b) selectivity. How complicated are the 

5 Dimension (lot. Dimensio) - attribute. When talking 
about professional activity as a phenomenon, dimension is 
understood as attributes of this phenomenon. For example, 
if we thought of a jar as a phenomenon, its basic dimensions 
(attributes) would be weight, height, material (clay, glass, 
metal etc.), capacity etc. 

6 You can know something but not understand it (i.e. to be 
unable to explain “why?” “how?” etc.). 

7 Parameter (gr. Parametron ) - measuring. A parameter 
is concretisation (elaboration) of a dimension as it shows 
(measures) weight, capacity, height etc. of a jar. The quality 
(size, capacity, weight, resistance etc.) of a phenomenon can 
be decided upon only with knowledge of its parameters. Pa¬ 
rameters that define learning outcome dimensions (specific 
knowledge, skills and competences) help to reveal the qual¬ 
ity of a study programme as a phenomenon. 

8 Descriptor - an unambiguously defined term (word or 
phrase) used to describe the content of documents and to 
retrieve information in formalised information search sys¬ 
tems (Dictionary of International Words, in Lithuanian). 
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mokejimus pasirinkti, kuris nusakomas mo- 
kejimq atrankos parametru, t. y., kiek sude- 
tingos turi buti problemos, kurias studijuo¬ 
jantysis turi issprqsti, pasiremdamas jgytais 
mokejimais, ir kaip jis jas issprendzia? 

3. Kompetentingumo dimensija (nurodan- 
ti asmens gebejimq integruoti turimas zinias 
ir mokejimus): a) konteksto parametru, t. y., 
kokiame kontekste studijuojantysis turi gebeti 
pritaikyti savo zinias ir mokejimus? b) vai- 
dmens parametru, t. y., kiek atsakomybes turi 
prisiimti studijuojantysis asmeniskai arba gru- 
peje, pritaikydamas savo zinias ir mokejimus? 
c) mokejimo mokytis parametru, t. y., kokiu 
mastu studijuojantysis turi identifikuoti savo 
mokymosi trukumus ir kokiij priemoniij im- 
tis jiems pasalinti? d) jzvalgos, jzvalgumo pa¬ 
rametru, t. y., kiek giliai ir placiai studijuojan¬ 
tysis turi integruoti intelektinius, emocinius, 
fizinius ir dorinius poziurius j savo asmenybes 
„As“ (tapatumq) bei sqveikavimq (bendravi- 
mq) sukitais?“ (Murray, 2006, p. 8-9). 

Studijij programa gali buti aprasyta pa- 
prasciau, t. y. remiantis tik kompetentingu- 
mais 9 . Taciau mokslininkai vis del to pataria 
aprasyti jq studijij rezultatais. Akivaizdu, 
kad studijij programij aprasyti studijij re¬ 
zultatais yra zymiai sudetingiau negu kom- 
petentingumais 10 , reikalauja daugiau inte- 

9 Kompetentingumas - atitinkamas zinias, mokejimus, ver- 
tybes ir poziurius integruojanti studijij rezultato dimensija, 
kurios pagrindu suteikiama kvalifikacija arba kreditai. Siame 
straipsnyje visi pateikiami studijij rezultatij formulavimo pa- 
vyzdziai aprasyti tik kompetentingumais. Detalizuotij (kom- 
petentingumais, juos sudaranciais mokejimais ir tuos moke¬ 
jimus grindzianciomis ziniomis) studijij rezultatij pavyzdziu 
aprasyta EQF, Airijos NQF ir pan. Studijij programos, apra- 
sytos studijij rezultatais, taip pat turetij tureti sias tris dimen- 
sijas, tik jij konkretizavimo laipsnis turetij buti didesnis, nei 
EQF, NQF, studijij pakopij, studijij krypties aprasuose. 

10 Studijij rezultatai (angl. learning outcomes) ir kompetentin- 
gumai (angl. competences ) kaip reiskiniai yra skirtingi, bet ne 
principine esme, o tos esmes apibendrintu isreiskimu: kompe¬ 
tentingumas (angl. competence ) nedetalizuoja ziniij ir mokeji- 
mij, o studijij rezultatas (angl. learning outcome) detalizuojamas 
trimis dimensijomis: ziniomis, mokejimais ir kompetentingu- 
mu. Kitaip tariant kompetentingumas yra nedetalizuotas stu¬ 
dijij rezultatas (neaprasytas ziniomis ir mokejimais), o studijij 
rezultatas - detalizuotas (aprasytas ziniomis ir mokejimais) 
kompetentingumas (placiau zr. Pukelis, 2009). 


problems that a learner can tackle using the 
skills acquired and how does a learner tackle 
them? 

3. Competence - a) context. In what con¬ 
texts is a learner able to apply his/her knowl¬ 
edge and skills? b) role. How much responsi¬ 
bility can the learner take, personally and in 
groups, for the application of his/her knowl¬ 
edge and skills? c) learning to learn. To what 
extent can the learner identify the gaps in his/ 
her learning and take steps to fill those gaps? 
d) insight. How far has the learner integrated 
the intellectual, emotional, physical and moral 
aspects of his/her learning into his/her self- 
identity and interaction with others?” (Mur¬ 
ray, 2006, p. 8-9). 

A study programme can be described in 
a simpler way, i.e. just on the basis of com¬ 
petences 9 . Nonetheless, scientists still recom¬ 
mend describing them in terms of learning 
outcomes rather than competences 10 even 
though this is more difficult due to the process 
requiring the allocation of time and intellec¬ 
tual resources not only to the identification 
and formulation of the basic competences 
themselves, but also skills that constitute 
them and the knowledge that validates these 

9 Competence is a dimension of a learning outcome that 
integrates some particular knowledge, skills, values and at¬ 
titudes. A qualification or credits are awarded on the basis 
of competence. All the examples of formulation of learning 
outcomes provided in this article are described only in terms 
of competences. An example of detailed (competences, skills 
that constitute them and knowledge that validates these 
skills) learning outcomes is used to describe EQF, Irish NQF 
etc. Study programmes described in terms of learning out¬ 
comes should also have these three dimensions. However, 
their degree of concretisation should be higher than the one 
provided in the descriptions of EQF, NQF, study cycles and 
study fields. 

10 Learning outcomes and competences differ as phenom¬ 
ena; however, they differ not in their principal meaning 
but rather in the generalised expression of this meaning: a 
competence does not elaborate knowledge and skills while a 
learning outcome should be elaborated in three dimensions: 
knowledge, skills and competence. In other words, a compe¬ 
tence is a non-detailed learning outcome (it is not described 
in terms of knowledge and skills) while a learning outcome 
is a detailed competence described in terms of knowledge 
and skills (for more information see Pukelis, 2009). 





Kestutis PUKELIS 

STUDIjg PROGRAMy RENGIMASIR ATNAUJINIMAS: STUDIjy REZULTATy PARADIGMA 
STUDY PROGRAMME DESIGNING AND RENEWAL: LEARNING OUTCOMES PARADIGM 


45 


lektualiniij ir laiko sqnaudij, nes cia reikia 
identifikuoti ir formuluoti ne tik esminius 
kompetentingumus, bet ir juos sudarancius 
mokejimus bei pastaruosius pagrindzian- 
cias zinias 11 . Vis delto studijij programos, 
aprasytos studijij rezultatais, yra issames- 
nes, aiskesnes studentams, darbdaviams ir 
vertintojams, nes is jij matyti, kokiais mo- 
kejimais ir ziniomis grindziamas kompe- 
tentingumas. Tai didina studijij programos 
skaidrumq, palengvina kvalifikacijij pripa- 
zinimq, skatina ir palengvina studentq bei 
darbo jegos tarptautinj mobilumq. Todel 
studijij prograrmj rengejai turetij is anks- 
to apsispr^sti, kokiu budu aprasys studijq 
programas: kompetentingumais ar studijq 
rezultatais? 

Kai kurie mokslininkai ir praktikai 
(Lokhoff, Wegewijs ir kt., A Tunig Guide, 
2010) siulo studijij programas aprasyti ir 
kompetentingumais (angl. Competences), 
ir studijij rezultatais (angl. Learning outco¬ 
mes). Siulymas grindziamas teiginiu: „Mes 
skiriame kompetentingumq nuo studijij re- 
zultatij" (Lokhoff, Wegewijs ir kt., A Tuning 
Guide, 2010, p. 36). Kyla klausimas: kuo 
skiriasi kompetentingumas nuo studijij re- 
zultato? Akivaizdu, kad sis skirtumas, kaip 
minejome, susij^s tik su studijij programos 
aprasymo detalumu. Todel labai diskutuo- 
tina, ar tikslinga studijij program^ aprasy¬ 
ti ir studijij rezultatais (angl. Programme 
Learning outcomes - PLO), ir kompeten¬ 
tingumais (angl. Programme Competences 
- PC), kaip siuloma minetose rekomenda- 
cijose (A Tuning Guide, 2010, Annex 1, p. 
59-60; Annex 3, p.p. 66-68; 70-72; 74-76; 
78-79; 81-82; 84-85; 87-88; 91-92; 94-95). 
Juk jei studijij program^ aprasome studijij 

11 Pereinant nuo „j destytojT prie student^ orientuotij 
studijij“ studijij programij aprasym^ tikslinga pradeti re- 
miantis tik kompetentingumais, o prie detalizuotos juos 
grindzianciij mokejimij ir ziniij sistemos aprasymo pereiti 
palaipsniui, kai visa studijij programa pagal praktinio jos 
jgyvendinimo patirtj bus kritiskai suderinta kompetentin- 
gumij paradigmoje. 


skills 11 . The advantage, however, is that study 
programmes described in terms of learning 
outcomes are more detailed and, therefore, 
clearer to students, employers and assessors 
because the skills and knowledge upon which 
competences are based are made explicit. This 
helps to increase the transparency of a study 
programme, simplifies acknowledgement of 
qualifications, and encourages and simplifies 
international mobility of students and labour. 
Study programme designers should, therefore, 
decide in advance whether to describe study 
programmes in terms of competences or in 
terms of learning outcomes. It is recommend¬ 
ed that a presumption be made in favour of 
learning outcomes. 

Some scientists and practitioners (Lokhoff, 
Wegewijs et al„ A Tuning Guide, 2010) sug¬ 
gest describing study programmes in terms 
of both competences and learning outcomes. 
This suggestion is based on the statement that 
“we distinguish a competence from learning 
outcomes” (Lokhoff, Wegewijs et al., A Tuning 
Guide, 2010, p. 36). This raises the question of 
the precise differences between a competence 
and a learning outcome. As already mentioned, 
this difference is related to the particularity of 
a study programme - making it questionable 
whether it is purposeful to describe a study 
programme in terms of both programme 
learning outcomes (PLO) and programme 
competences (PC), in the way suggested in the 
above mentioned recommendations (A Tuning 
Guide, 2010, Annex 1, p. 59-60; Annex 3, p.p. 
66-68; 70-72; 74-76; 78-79; 81-82; 84-85; 87- 
88; 91-92; 94-95). If a study programme is de¬ 
scribed in terms of learning outcomes, it means 
that at the same time we describe it in terms of 
the competences and skills that constitute them 

11 When moving from “teacher-oriented studies” to “stu- 
dent-oriented studies”, it is purposeful to start the descrip¬ 
tion of study programmes with just competences; it is then 
purposeful to move to the description of the detailed sys¬ 
tem of valid skills and knowledge gradually when the entire 
study programme, as a result of its practical realisation, will 
be critically aligned in the paradigm of competences. 





46 AUKSTOJO MOKSLO KOKYBE - THE QUALITY OF HIGHER EDUCATION -2011/8 


rezultatais, tai aprasome ir kompetentingu- 
mais bei juos sudaranciais mokejimais bei 
tuos mokejimus grindzianciomis ziniomis, 
nes pastarieji yra sudetines studijp rezultato 
dalys. Kokia prasme dar papildomij. kart/} ti} 
patj perrasyti atskirai kompetentingumais? 
Juo labiau kad pateikiami} programos kom- 
petentingumi} (PC) ir programos studijp 
rezultatp (PLO) formuluocip strukturos yra 
identiskos (grindziamos kompetentingu- 
mams budingomis formuluotems). Reiketij 
pagristij irodymij kompetentingumui ir stu- 
dijp rezultatui, kaip savo esme skirtingiems 
reiskiniams, atskirti. Toliau minetij auto¬ 
rip tekste pateikti tokio kompetentingumo 
ir studijij rezultatp atskyrimo argumentai: 
„Svarbu pastebeti, kad kompetentingumai 
ne visada suprantami sia prasme. Pavyz- 
dziui, Europos mokymosi vis/} gyvenimij 
kvalifikaeijp sgranges kontekste, kompe¬ 
tentingumai yra atskirti nuo zinip ir mo- 
kejimp ir yra apibudinami atsakomybes ir 
autonomijos terminals" (A Tuning Guide, 
2010, p. 37) 12 . Toks kompetentingumo ir 
studijp rezultato atskyrimas grindziamas ne 
sip reiskinip esmes skirtumais, o tuo, kaip jie 
atsiranda ir kokia jp paskirtis. Teksto auto- 
riai patys pripazjsta: „Kaip paaiskinta 1 sky- 
riuje, kompetentingumai siame vadove yra 
suprantami visapusiskai: jie apima pade- 
monstruotas zinias, supratim^, (specialiuo- 
sius ir bendruosius) mokejimus, poziurius 
ir (etines) vertybes" (A Tuning Guide, 2010, 
p. 36-37). 

12 Tai ne visai taip. „Taip“ ta prasme, kad EQF tikrai atskiria 
(isskiria) zinias ir mokejimus nuo kompetentingumo apra- 
sydamos studijij rezultatij sandar^, taciau „ne“, kai toks at¬ 
skyrimas grindziamas teiginiu, kad kompetentingumo (angl. 
competence ) EQF apraso per atsakomyb^ (angl. responsibi¬ 
lity) ir autonomijo (angl. autonomy). Toks argumentavimas 
nera pagrindas teigti, kad EQF laikomasi kitokios nuostatos 
kompetentingumo ir studijij rezultatij santykio atzvilgiu. 
Reiketij labai svariij argumentij paneigti teiginius, kad as- 
mens veikimo autonomija (savarankiskumas) nera grindzia- 
ma ziniomis (angl. knowledge) ir mokejimais (angl. skills), o 
atsakomybe - vertybemis (angl. values) ir poziuriais (angl. 
attitudes). Placiau zr.: Pukelis K., 2009, Aukstojo mokslo ko- 
kybe. Nr. 6, p. 12-35. 


and the knowledge that validates these skills, 
as the latter are constituent parts of a learn¬ 
ing outcome. What is the purpose of describ¬ 
ing the same thing once more, separately in 
terms of competences? Moreover, structures of 
the formulations of the provided programme 
competences (PC) and programme learning 
outcomes (PLO) are often identical (based on 
formulations characteristic to competences). 
Valid evidence needs to be provided in order 
to distinguish between a competence and a 
learning outcome as phenomena that are dif¬ 
ferent in their essence. The following arguments 
are provided by the above mentioned authors 
in order to distinguish between a competence 
and learning outcomes: “It is important to note 
that competences are not always understood 
this way. In the context of the EQF for LLL, 
for example, competences are distinguished 
from knowledge and skills and are described in 
terms of responsibility and autonomy” (A Tun¬ 
ing guide, 2010, p. 37) 12 . This kind of differenti¬ 
ation between a competence and learning out¬ 
come is based not on the differences of essence 
of these phenomena but rather on their origin 
and purpose. The authors of the text admit 
that: “As explained in chapter 1, competences 
are understood in this guide in an encompass¬ 
ing way: they cover demonstrated knowledge, 
understanding, (subject specific and generic) 
skills, abilities, attitudes and (ethical) values 
(A Tuning Guide, 2010, p. 36-37). 

Thus the authors of the text basically ad¬ 
mit the same thing as EQF (2008), i.e. that an 

12 It is not a complete truth. “Yes” in a sense that EQF really 
distinguishes (separates) knowledge and skills from a com¬ 
petence when describing the structure of learning outcomes; 
however, “no” in a sense when this separation is based on 
a claim that a competence is described in EQF through re¬ 
sponsibility and autonomy. This argumentation cannot be 
used as a basis to claim that the EQF has different attitude 
in respect of the relation between a competence and learn¬ 
ing outcomes. Very strong arguments are needed to deny the 
claims that an individual’s autonomy to act (independence) 
is not based on knowledge and skills and responsibility is 
not based on values and attitudes. For more information 
see Pukelis K., 2009, The Quality of Higher Education, No. 6, 
p. 12-35. 
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Matome, kad teksto autoriai is esmes 
pripazjsta tq patj, kq ir EQF (2008), t. y., kad 
asmens kompetentingumas isreiskiamas jo 
veikimo autonomiskumu (savarankisku- 
mu), kurj lemia jo turimos zinios, moke- 
jimai ir gebejimai, bei atsakomybe, kuriij 
lemia turimos asmens vertybes ir poziuriai. 
Autoriai is esmes atskiria kompetentingumq 
ir studijij rezultatus j 14 atsiradimo ir paskir- 
ties (kas ir kaip formuluoja studijij rezulta¬ 
tus) aspektais bei tuo, kad kompetentingu- 
mus studentai jgyja studijavimo procese ir 
jie yra studento (asmens) atributas. Tai, kad 
studijij rezultatai yra teiginiai, aprasyti skir- 
tingo lygmens ir paskirties dokumentuose, 
o kompetentingumas yra asmens savastis, 
atributas, - akivaizdu ir neverta diskutuo- 
ti. Taciau tai nereiskia, kad dokumentuose 
(pvz., studijij programose) studijij rezul¬ 
tatai negali buti aprasyti tik kompetentin- 
gumais (arba detaliau - nurodant juos su- 
darancius mokejimus bei tuos mokejimus 
grindziancias zinias), kuriuos studentas 
turi jgyti studijij proceso pabaigoje. Juk es- 
minis veiksnys, kurio pagrindu suteikiami 
kreditai ar kvalifikacija - pademonstruo- 
tas kompetentingumas. Jei asmuo demons- 
truoja studijij programos aprase nustatytus 
minimalius („slenkstinius“) kompetentin- 
gumus, jam turi buti suteikti atitinkamai 
kreditai ar kvalifikacija. Aprasant studijij 
program^ studijij rezultatais, o ne kompe- 
tentingumais, papildomai dar detalizuoja- 
ma, kokie butent mokejimai ir kokios tuos 
mokejimus grindziancios zinios sudaro 
prielaidas siems kompetentingumams issi- 
ugdyti. Kitaip tariant: a) atitinkamos zinios 
yra atitinkamo zinojimo pagrindas; b) ati- 
tinkamas zinojimas yra atitinkamo supra- 
timo pagrindas; c) atitinkamas supratimas 
yra atitinkamo mokejimo pagrindas; d) ati- 
tinkamij mokejimq deriniai yra atitinkamo 
kompetentingumo pagrindas; e) atitinkamij 
kompetentingumij deriniai yra atitinkamos 
kvalifikacijos suteikimo pagrindas. 


individual’s competence is expressed through 
his/her autonomy and responsibility in act¬ 
ing. It is evident competence depends on an 
individual’s knowledge, skills and abilities (au¬ 
tonomy) as well as on an individual’s values and 
attitudes (responsibility). The authors basically 
distinguish competence from learning out¬ 
comes in the aspects of their origin and pur¬ 
pose (by whom and by what method learning 
outcomes are formulated) as well as on the fact 
that competences are gained by students as a re¬ 
sult of their learning process and are a student’s 
(individual’s) attributes. It is self-evident that 
learning outcomes are statements described in 
documents of different level and purpose, while 
competence is an individual’s attribute. There is, 
therefore, no need for any further discussions 
here. This does not mean, however, that in the 
various formal documents that describe a study 
programme, learning outcomes cannot be de¬ 
scribed in terms of only competences that a stu¬ 
dent should have by the end of a study process. 
The basic factor used as a basis for awarding 
credits or a qualification is a demonstrated com¬ 
petence. If an individual demonstrates minimum 
(“threshold”) competences indicated in the de¬ 
scription of a study programme, s/he should be 
awarded appropriate credits or a qualification. 
Study programmes which are described merely 
in terms of competences, however, will be less 
transparent than those described in terms of 
learning outcomes that define the skills and 
knowledge which underlie these competences. 
Thus, when describing a study programme in 
terms of learning outcomes rather than com¬ 
petences it is important to indicate additionally 
exactly what skills and what knowledge that val¬ 
idates these skills are preconditions for the self¬ 
development of the associated competences. In 
other words: a) specific knowledge is the basis 
of specific know-how; b) specific know-how is 
the basis of specific understanding; c) specific 
understanding is the basis of a specific skill; 
d) combinations of specific skills are the ba¬ 
sis of specific competence; e) combinations of 
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Studijij programos aprase fiksuoti kom- 
petentingumai rodo numatomos suteik- 
ti kvalifikacijos kokybq Jei prie kiekvieno 
kompetentingumo atskirai dar yra israsyti 
mokejimai, o prie mokejimij - juos grin- 
dziancios zinios, tuomet studijq programa 
aprasyta studijij rezultatais. Jei kompetentin- 
gumai taip neisskleisti, tada studijij progra¬ 
ma aprasyta tik kompetentingumais. Toks 
studijij programos aprasymas nera blogas ar 
neteisingas. Jis tikmaziau detalus ir skaidrus. 
Antra vertus, mokejimai, zinios, vertybes ir 
poziuriai atskirai gali buti laikomi studijij re¬ 
zultatais ar kompetentingumais, jei to reikia 
(pakanka) busimai profesinei veiklai atlikti. 
Tik mokejimai bus priskiriami psichomoto- 
rines srities studijij rezultatams (kompeten- 
tingumams), zinios (zinojimas, supratimas 
ir t. t.) - kognityvines srities studijij rezul¬ 
tatams (kompetentingumams), vertybes ir 
poziuriai - vertybines srities studijij rezulta¬ 
tams (kompetentingumams) 13 . Sis metodo- 
loginis diskursas turetq buti placiau disku- 
tuojamas akademineje ir ypac edukologijos 
mokslineje literaturoje, kad priimant vieno- 
kius ar kitokius politinius studijij kokybes 
uztikrinimo sprendimus destytojai ir kiti 
socialiniai dalininkai nebutq apkrauti be- 
reikalingu papildomu darbu aprasyti studijij 
programas ir kompetentingumais, ir studijij 
rezultatais. 

Butij tikslinga ir atskira diskusija del ben- 
drijjij (angl. generic competences) ir specialiq- 
jij (angl. subject specific competences ) kom- 
petentingumij (studijij rezultatij) santykio, 
formuluojant ir aprasant studijij programas 
studijij rezultatais. Dalis bendrijjij kompe- 
tentingumij (bendrijjij studijij rezultatij) yra 
butina sqlyga norint studijuoti pagal atitin- 
kamq studijij program^ ir jij turejimas turi 
buti jvertintas jau priimant j studijij progra¬ 
ms Kita dalis bendrijjij kompetentingumij 

13 Placiau zr.: Bloom B. S. (1956); Bloom B. S., Engelhart M. 
D„ Furst E. J., Hill W., Krathwohl D. (1956); Bloom B. S., Ma- 
sia B. B„ Krathwohl D. R. (1964). 


specific competences are the basis for awarding 
a specific qualification. 

Competences recorded in the description 
of a study programme can usefully indicate the 
quality of a qualification to be awarded. If skills 
are indicated separately next to each compe¬ 
tence in the description of a study programme 
and validating knowledge is indicated next to 
these skills, then it can be said that a study pro¬ 
gramme is described in terms of learning out¬ 
comes. If no such indication can be found, then 
a study programme is described just in terms 
of competences. This kind of description of a 
study programme is neither wrong nor incor¬ 
rect. It is only less detailed and less transparent. 
On the other hand, skills, knowledge, values 
and attitudes, in combination or separately, 
can be treated as learning outcomes or compe¬ 
tences, if that is what is needed (is sufficient) to 
perform in future professional activity. In such 
a case, skills will be classified as learning out¬ 
comes (competences) within the psychomotor 
domain, knowledge (know-how, understand¬ 
ing etc.) will be classified as learning outcomes 
(competences) within the cognitive domain 
and values and attitudes will be classified as 
learning outcomes (competences) within the 
affective domain 13 . This methodological dis¬ 
course should be more widely discussed in 
academic and especially educational scientific 
literature so that when making political deci¬ 
sions related to quality assurance, teachers and 
other stakeholders do not have to waste their 
time describing study programmes in terms of 
both competences and learning outcomes. 

It would be advisable to have a separate 
discussion in relation to generic competences 
and subject specific competences (learning 
outcomes) when formulating and describing 
study programmes in terms of learning out¬ 
comes. Several generic competences (generic 
learning outcomes) are necessary if one wants 

13 For more information see Bloom B. S. (1956); Bloom B. 
S., Engelhart M. D„ Furst E. J., Hill W., Krathwohl D. (1956); 
Bloom B. S., Masia B. B., Krathwohl D. R. (1964). 
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issiugdo savaime studijuojant pagal studijij 
programoje taikomus studijij (destymo ir stu- 
dijavimo) metodus. Klausimas: ar jie turi buti 
formuluojami kaip atskiri studijij programos 
kompetentingumai (studijij rezultatai)? Atsa- 
kymas galetij buti: ir taip, ir ne. Taip, jei tokie 
bendrieji kompetentingumai bus jvertinami 
(matuojami). Ne, jei jie nebus studijij progra¬ 
mos jvertinti (matuojami). Tokius bendruo- 
sius kompetentingumus siulytina vadinti 
bendraisiais mokejimais (angl. generic skills) 
ir jie turetij buti jvertinti studijuojant atskirus 
studijij programos komponentus. Mokejimo 
(angl. skill) prielaida - gebejimas (angl. abili¬ 
ty). {vairiems mokejimams demonstruoti as- 
muo daznai turi pasitelkti ne tik zinias, zino- 
jimtj ar supratimij, bet ir gebejimus. Gebejimq 
mes siulytume suprasti kaip konkreciais rei- 
kalavimais neisreikstij mokejimq. Mokejimas 
savo ruoztu jau yra pagal tam tikrus teorinius 
reikalavimus (grjstus praktine patirtimi ar 
moksliniais tyrimais) isreikstas gebejimas. 
Kvalifikacijos suteikimo paradigmoje moke- 
jimEj nuo gebejimo dar galetij skirti ir tai, kad 
mokejimas turetij butinai jvertintas forma- 
liai, o gebejimui tokio reikalavimo nereiketij 
kelti. 

Studijij rezultatai gali skatinti siekti 
skirtingo lygio standartij. Jungtines Karalys- 
tes kokybes uztikrinimo agentura skiria tai, 
kq studentas „turi pademonstruoti, kad jam 
butq suteikta kvalfikacija", nuo to, kq api- 
brezia kaip „platesnius mokejimus, kuriuos 
tipinis studentas gali issiugdyti“ (QAA, Fra¬ 
mework, 2008, p. 14). Mokslineje literatu- 
roje pagal sudetingum;j paprastai isskiriami 
3 tipip studijij rezultatai: „slenkstiniai“ (mi- 
nimalus), „tipiniai“ ir „isskirtiniai“ 14 . ECTS 
kreditij sistemoje studijij programos apra- 
somos minimaliais („slenkstiniais“) studijij 
rezultatais ( ECTS Users Guide, 2009), kurie 
yra orientyras formuluojant studijavimo 

14 „Slenkstiniai“ studiji) rezultatai desimties bait} jver 
tinimo sistemoje atitiktij pazymj 5-6, „tipiniai“ - 7-8, 
„isskirtiniai“ - 9-10. 


to follow a specific study programme. Posses¬ 
sion of these competences should be assessed 
prior to accepting a student into a study pro¬ 
gramme. Another group of generic competenc¬ 
es are self-developed when learning according 
to study (teaching and learning) methods ap¬ 
plied to a study programme. A question arises 
as to whether these should be formulated as 
separate competences of a study programme 
(learning outcomes)? The answer can be both 
yes and no. Yes, if these generic competences 
will be assessed (measured). No, if they will not 
be assessed (measured) at the end of a study 
programme. It is suggested that these generic 
competences be referred to as generic skills and 
that they should be assessed in a variety of study 
programme components. Ability is a prerequi¬ 
site for skill. In order to demonstrate various 
skills, an individual should use not only knowl¬ 
edge, know-how or understanding but also 
abilities. We recommend referring to ability as 
a skill that is not articulated in terms of specific 
requirements. A skill is an ability articulated 
in accordance with some specific theoretical 
requirements (based on practical experience 
or scientific researches). In the qualification 
awarding paradigm, one distinguishing factor 
between a skill and ability is that a skill should 
necessarily be subject to formal summative as¬ 
sessment while ability should not. 

Learning outcomes can encourage the 
achievement of different levels of attain¬ 
ment. The Quality Assurance Agency in the 
United Kingdom distinguishes between what 
a student “should demonstrate in order to be 
awarded a qualification” and what it defines as 
“wider skills that a typical student can self-de- 
velop” (QAA, Framework, 2008, p. 14). Three 
types of learning outcomes are distinguished 
in scientific literature according to the level of 
their difficulty: “threshold” (minimal), “typi¬ 
cal” and “exceptional” 14 . In the ECTS credit 

14 “Threshold” learning outcomes would be 5-6 in 
the ten-point evaluation system, “typical” - 7-8, and 
“exceptional” - 9-10. 
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pasiekimq jvertinimo kriterijus 15 . Jei studen- 
to studijavimo pasiekimai tenkina „slenks- 
tinius“ studijij rezultatq reikalavimus, stu- 
dentui atitinkamai suteikiami arba kreditai, 
arba kvalifikacija. 

2 

STUDIjy PROGRAMOS 
PASKIRTIES (PROFILIO) IRTIKSLO 
FORMULAVIMAS 

Studijij programos profiliu suprantame pa- 
grinding busimo specialisto veiklos paskirtj, 
kuri gali buti, pavyzdziui: a) mokyti; b) ugdy- 
ti; c) gydyti; d) statyti; e) konsultuoti; f) diag- 
nozuoti; g) projektuoti ir pan. Si pagrindine 
veiklos paskirtis arba profilis (ugdyti, gydyti, 
mokyti, konsultuoti ir pan.) paprastai yra 
bendras ne tik konkreciai studijij programai, 
bet ir visoms tos pacios studijij krypties pir- 
mosios, antrosios ir treciosios pakopos studi- 
jq programoms, tik skiriasi studijij rezultatij 
sudetingumu, struktura ir veiklos paskirtimi 
(paprasta, sudetinga, praktine ar tyrimais 
grjsta veikla ir pan.). Aukstesnese studijij pa- 
kopose studijij programos paskirtis „dreifuo- 
ja“ prie sudetingesnes praktines veiklos mo- 
kejimij jgijimo ir konkrecios veiklos reiskiniij 
tyrinuj. 

Studijij programos paskirtj paprastai 
lemia siekis patenkinti tam tikrij specialis- 
tq poreikj regionineje, nacionalineje, eu- 
ropineje ar pasaulineje darbo rinkose ar 
tam tikrose visuomenes gyvenimo srityse. 
Studijij programos paskirtj parodo jos po- 
litinis, ekonominis, technologinis, taip pat 
socialinis ir kulturinis kontekstai bei reika- 
lingumas. Formuluojant studijij programos 
paskirtj, atsizvelgiama, j kokj nacionalines 
ir Europos kvalifikacijij scjrangos lygmenj 
ar studijij pakopcj orientuojama programa, 


15 Placiau skaitykite: Savickiene I. (2011). Studijavimo pasie- 
kimij jvertinimo kriterijij projektavimas // Aukstojo mokslo 
kokybe, Nr. 8, p. 74-93. 


system, study programmes are described in 
terms of minimal (“threshold”) learning out¬ 
comes ( ECTS User’s Guide, 2009) that act like a 
guide when formulating criteria for the assess¬ 
ment of learning achievements 15 . If a student’s 
learning achievements satisfy “threshold” re¬ 
quirements of learning outcomes, a student is 
awarded either credits or a qualification. 

2 

FORMULATION OFTHE PURPOSE 
(PROFILE) AND AIM OF A STUDY 
PROGRAMME 

We refer to the profile of a study programme 
as the main purpose of a future specialist’s ac¬ 
tivity. This purpose can be, for example: a) to 
teach; b) to educate ; c) to cure; d) to build; e) to 
consult; f) to diagnose; g) to design etc. The 
main purpose or profile of an activity (to edu¬ 
cate, cure, teach, consult etc.) is usually com¬ 
mon not only to a specific study programme 
but also to all the first, second and third cycle 
study programmes from the same study field. 
All that differs is the complexity of their learn¬ 
ing outcomes, their structure and the purpose 
of activity (simple, complicated, practical or 
research-based etc.). With higher study cycles, 
the purpose of a study programme progresses 
towards the acquisition of more complicated 
practical activity skills and/or the research of 
phenomena of specific activity. 

The purpose of a study programme is 
usually determined by the goal of meeting the 
demand for particular specialists in regional, 
national, European or global labour mar¬ 
ket or some specific society life spheres. The 
purpose of a study programme is revealed 
by its political, economic, technological, as 
well as social and cultural context and need. 
When formulating the purpose of a study 


15 For more information see Savickiene I. (2011). Designing 
of criteria for the evaluation of learning achievements // The 
Quality of Higher Education, No. 8, p. 74-93. 
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kokiai profesinei veiklai atlikti bus rengiami 
studijij programos absolventai. 

Studiju} programos paskirtis pagrin- 
dziama susipazinus su atitinkamais nacio- 
naliniais ir tarptautiniais dokumentais, 
konsultuoj antis su jvairiais socialiniais 
dalininkais: darbdaviais, profesinemis aso- 
ciacijomis, tarptautiniais studijij srities ir 
krypties ekspertais bei pan. Studijij pro¬ 
gramos paskirtis turi buti jdomi ir patrau- 
kli busimiems studentams akademiniu ir 
profesiniu poziuriais. Formuluojant studijij 
programos profilj, butina jvertinti ir tai, ar 
studijij programa gales buti aprupinta rei- 
kiamais intelektualiniais, materialiniais, fi- 
nansiniais ir kitais istekliais, kokia bus jos 
trukme ir kokiai studijij pakopai del to jij 
reikes priskirti. 

Studijij programos paskirtis labai glau- 
dziai siejasi su studijij programos tikslu. Vis 
delto studijij programos paskirtis yra abstrak- 
tesne ir nedetalizuoja pagrindiniij busimos 
profesines veiklos funkcijij. Pavyzdziui 16 , an- 
tros pakopos (magistro) karjeros konsultantij 
rengimo studijij programos paskirtis gali buti 
aprasyta taip: 

„Karjeros projektavimo studijij progra¬ 
mos paskirtis - parengti karjeros konsul- 
tantus, dirbancius svietimo ir darbo rinkos 
institucijose bei gebancius 17 padeti asmeniui 
priimti racionalius profesijos rinkimosi ar 
karjeros planavimo sprendimus 

Matome, kad studijij programos pa- 
skirtyje nurodoma tik pagrindine busima 
profesines veiklos paskirtis: padeti asmeniui 
priimti racionalius profesijos rinkimosi ar kar¬ 
jeros planavimo sprendimus. Nedetalizuoja- 
ma, kaip si pagrindine profesine veikla bus 
realizuojama, t. y. kokiij profesines veiklos 

16 Siame straipsnyje visi pateikti formuluociij pavyzdziai yra 
menami ir neatstovauja jokiai konkreciai studijij programai. 

17 Gebejimas yra mokejimo prielaida. Studijij progra¬ 
mos paskirtyje vartojamas „gebejimo“ terminas, nes jis 
yra abstraktesnis, konkreciai nenurodantis, kokios ir kaip 
profesines veiklos funkcijos turi buti atliekamos. 


programme, attention is paid to the level of 
national and European qualifications frame¬ 
works or the cycle of study that a programme 
is oriented towards and what professional ac¬ 
tivity graduates of a study programme will be 
able to perform. 

Validation of the purpose of a study 
programme requires getting acquainted 
with specific national and international 
documents, and consultations with various 
stakeholders - employers, professional as¬ 
sociations, international experts in a study 
area and field etc. The purpose of a study 
programme has to be interesting and attrac¬ 
tive to future students both in academic and 
professional respects. When formulating 
the profile of a study programme, it is also 
necessary to evaluate whether it is possible 
to provide the required intellectual, mate¬ 
rial, financial and other resources, as well as 
identifying its length and deciding the cycle 
of studies to which that programme has to 
be ascribed. 

The purpose of a study programme (pro- 
gramme-purpose) is closely related to the aim 
of a study programme (programme-aim). Pro- 
gramme-purpose, however, is more abstract 
and does not elaborate the main functions of 
future professional activity. For example 16 , the 
purpose of the second cycle (master) study 
programme in career counselling can be de¬ 
scribed in the following way: 

“The purpose of this career designing 
study programme is to educate career coun¬ 
sellors to work in education and labour 
market institutions and be able 17 to help 
individuals make rational decisions related 
to the choice of a profession and further ca¬ 
reer development". 

16 In this article, all the examples of formulations are imagi- 
nary and do not represent any specific study programme. 

17 Ability is a prerequisite for a skill. The term “ability” is 
used in the purpose of a study programme as it is more ab¬ 
stract and does not indicate specifically what functions of 
professional activity and how should be performed. 
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funkcijij ismokus galima realizuoti pagrindi- 
n§ profesines veiklos paskirtj. 

Studijij programos paskirtis labai glau- 
dziai siejasi su studijij programos tikslu. 
Ekspertai, rengdami studijij programos 
apras^, taip pat turi sutarti del pagrindinio 
studijas baigusio busimojo specialisto pro¬ 
fesines veiklos tikslo ar tikslij 18 . Paprastai 
patartina apsiriboti vienu tikslu ir siekiam^ 
studijij programos tikslq. formuluoti vienu 
(galima ir isplestiniu) sakiniu. Studiji} pro¬ 
gramos tikslu paprastai siekiama nusakyti 
pagrindines profesines veiklos funkcijas, 
kurias turi ismokti atlikti busimasis progra¬ 
mos absolventas. Studijij programos tikslas 
nusakomas per profesines veiklos funkcijas, 
kurios tokiu pat principu sudetingeja ir 
kinta kaip ir nusakytu studijij programos 
paskirties atveju. Tik dar papildomai deta- 
lizuojama profesines veiklos funkcijomis, 
kurios aukstesnes pakopos studijij progra- 
mose gali nebetureti visij tij paciij funkcijij 
kaip zemesnes studijij pakopos programo- 
je. Aukstesnes pakopos studijij programo- 
se gali atsirasti naujij profesines veiklos 
funkcijij, kuriij nebuvo zemesnes pako¬ 
pos studijij programoje. Taciau paprastai 
dauguma profesines veiklos funkcijij islie- 
ka tos pacios kiekvienai studijij pakopai, 
tik kinta studijij rezultatij sudetingumas, 
nusakantis tuos studijij tikslus (profesines 
veiklos funkcijas) skirtingij pakopij studijij 
programose. 

Tos pacios studijij programos tikslas, 
skirtingai nuo studijij programos paskirties, 
turetij jau atspindeti pagrindines tq progra¬ 
ms baigusio busimo specialisto profesines 
veiklos funkcijas. Pavyzdziui: 


18 Paprastai studijij programa turi vienj tikskj, taciau mis- 
rios studijij programos ar dvigubo kvalifikacinio laipsnio 
atveju gali buti du tikslai. 


It can be seen that only the main purpose 
of future professional activity is indicated in 
the purpose of a study programme: to help an 
individual to make rational decisions related 
to the choice of a profession and further career 
planning. No details are provided on how this 
main activity will be realised, i.e. what profes¬ 
sional activity functions have to be learnt in 
order to realise the main purpose of the iden¬ 
tified professional activity. 

When preparing the description of a study 
programme, experts should also agree upon 
the main aim or aims 18 and formulate them 
in terms of likely graduate professional activ¬ 
ity. The usual recommendation is to have only 
one aim formulated in one (which can be an 
extended one) sentence. The programme-aim is 
usually used to indicate the main functions of 
professional activity that a future programme 
graduate should learn to perform. These func¬ 
tions of professional activity become more com¬ 
plex - and may even change - as they are ad¬ 
ditionally elaborated in terms of the functions 
of professional activity addressed in higher 
cycle study programmes as compared to lower 
cycle study programmes. Higher cycle study 
programmes can have new functions of pro¬ 
fessional activity that are missing from those 
in a lower cycle. Usually, however, the majority 
of functions of professional activity remain the 
same for each cycle of studies. All that changes 
is the complexity and specificity of learning 
outcomes that define these functions in the 
various cycles. 

The programme-aim, unlike the pro¬ 
gramme purpose, should explicitly reflect the 
main functions of professional activity that a 
future graduate of that study programme will 
perform. For example: 


18 Usually, a study programme has one aim; however, in the 
case of a combined study programme or a double qualifica¬ 
tion degree, there can be two aims. 
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Karjeros projektavimo studijq progra¬ 
mos tikslas - parengti karjeros konsultan- 
tus, mokancius 19 rinkti ir tvarkyti konsul- 
tavimo karjerai tiksliniq grupiq poreikius 
atitinkanciq informacijq, uztikrinti jos pri- 
einamumq, teikti jq ir patarti kiekvienam 
asmeniui ar asmenq grupei, sudarant sqly- 
gas priimti racionalius profesijos rinkimosi 
ar karjerosplanavimo sprendimus, derinant 
individualius asmenybes tobulejimo ir savi- 
raiskos siekius su nuolat kintanciais darbo 
rinkos poreikiais. 

Pateiktame studijq programos tikslo 
pavyzdyje isvardytos pagrindines busimo- 
jo karjeros projektavimo specialisto pro¬ 
fesines veiklos funkcijos ( rinkti, tvarkyti, 
teikti) informacijq ir patarti (asmeniui ar 
asmenq grupei), nurodant, kokiu tikslu tai 
bus daroma (jos paskirtj): padeti priimti 
racionalius profesijos rinkimosi ar karje¬ 
ros planavimo sprendimus. Kitaip tariant, 
studijq programos paskirtis ir tikslas - di- 
alektiskai vienas su kitu susij§ dalykai: per 
studijq programos paskirtj tam tikru laips- 
niu atsiskleidzia jos tikslas, o studijq pro¬ 
gramos tikslas detalizuoja jos paskirtj pa- 
grindinemis busimo specialisto profesines 
veiklos funkcijomis. 

Matome (is pateiktq pavyzdziq), kad 
studijq programos tikslo formulavimas su- 
sij^s su geru busimojo specialisto profesines 
veiklos aprepties (veikimo erdves) ir specifi¬ 
cs ismanymu. Svarbu nepamirsti, kad stu¬ 
dijq programos tikslas turi jtraukti tokias 
studijij veiklas, kurios uztikrintq tos pro¬ 
gramos absolvento tolesniq akademiniq stu- 
dijq galimybg aukstesneje studijq pakopoje, 
taip pat butij suderintos su zemesne studijq 

19 Studijij programos tiksle vartotinas „mokejimo“ terminas, 
nes jis yra konkretesnis ir nurodo, kokias profesines veiklos 
funkcijas turi moketi atlikti absolventas studijij programos 
pabaigoje. Studijij programos tikslo (profesines veiklos 
funkcijij) pagrindu formuluojami studijij rezultatai, kurie 
jau nurodo, „kaip“ tos profesines veiklos funkcijos turi buti 
atliekamos. Sis konkretizavimas „kaip“ rodo studijij progra¬ 
mos kokyb^. 


“The aim of this career designing study 
programme is enable students to become ca¬ 
reer counsellors with the skills 19 necessary to 
collect, process and provide information 
that meets the needs of target groups, to give 
advice to individuals or a groups, to facilitate 
rational decisions related to the choice of a 
profession or further career development, and 
to help individuals coordinate their personal 
development goals (including those related to 
self-expression) with constantly changing la¬ 
bour market needs. 

Thus, as seen in this example, the pro¬ 
gramme-aim provides details of the main func¬ 
tions of professional activity for a future career 
designing specialist - in this case to collect, pro¬ 
cess and provide information and give advice (to 
individuals or groups). The example also indi¬ 
cates the aim (purpose) of these functions - 
namely, to help others make decisions related 
to the choice of a profession and further career 
planning. In other words, programme-purpose 
and programme-aim are dialectically related: 
the purpose helps reveal the aim to a certain 
degree while the aim elaborates the purpose in 
terms of the main functions of professional ac¬ 
tivity of a future specialist. 

Thus, it can be seen that the formulation 
of the aim of a study programme is related to 
good understanding of the range (activity area) 
and specifics of professional activity of a future 
specialist. It is important not to forget that the 
aim of a study programme should incorporate 
study activities that help facilitate student pro¬ 
gression, specifically: to ensure the possibility 
that a programme graduate would be able to 
continue academic studies in a higher cycle and 
coordination with related lower study cycles so 

19 The term “skill” is used in the aim of a study programme 
as it is more specific and indicates what functions of pro¬ 
fessional activity a graduate should be able to perform on 
exit. Learning outcomes that indicate the way “how” the 
functions of a professional activity should be performed are 
formulated on the basis of the aim of a study programme 
(functions of professional activity). This kind of specific in¬ 
dication “how” reveals the quality of a study programme. 
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pakopa, kad studiji} procesas butq nuoseklus 
ir prieinamas studentams kiekvienoje studiji} 
pakopoje. 

Vadinasi, studiji programos rengejai 
(arba veikiancios programos atnaujintojai) 
jau formuluodami studiji} programos tiksk} 
turi aiskiai matyti, kokias pagrindines pro¬ 
fesines veiklos funkcijas atliks tq program^ 
baig^s absolventas. Todel tiek formuluojant 
studijp programos paskirtj, tiek jos tikslus, 
svarbu konsultuotis su jvairiais socialiniais 
dalininkais, atsizvelgti j tarptautin^ tokiij 
studiji} programi} rengimo ir jgyvendini- 
mo patirtj, jvairius studiji} programi} ren- 
gim;} (ar atnaujinimq) reglamentuojancius 
dokumentus. 

3 

STUDIjg PROGRAMOS 
REZULTATg IDENTIFIKAVIMAS IR 
FORMULAVIMAS 

Karjeros projektavimo studiji} programos 
tikslo pavyzdyje pateiktos pagrindines profe¬ 
sines veiklos funkcijos (rinkti, tvarkyti, teikti 
ir patarti) turi buti pagrjstos atitinkamais stu¬ 
diji} rezultatais, kurie jrodyti}, kad absolventas 
bus pajegus minetas veiklas (rinkti, tvarkyti, 
teikti ir patarti) atlikti nustatytame (studiji} 
pakopos ar kvalifikaciji} sqrangos) reikala- 
vimi} lygmenyje. Viena is profesines veiklos 
funkciji} - patarti - reikalauja, kad busimasis 
specialistas moketq atlikti tam tikro lygmens 
asmenybes ir darbo rinkos pazinimo tyrimus. 
Kitaip tariant, studiji} programos tikslas - sa- 
votiska „misija“, „paskirtis“ (gydyti, statyti, 
ugdyti ir t. t.), kuri realizuojama atitinka- 
momis profesines veiklos (statymo, gydymo, 
ugdymo, konsultavimo ir pan.) funkcijomis 
(pvz., ugdymo misija realizuojama profesi¬ 
nes veiklos funkcijomis: planavimu, klases 
valdymu, mokymu, mokymu mokytis, ver- 
tinimu, konsultavimu, informavimu ir pan.). 
Sios busimos profesines veiklos (pvz., ugdyti) 


that study processes are consistent and com¬ 
patible across all cycles. 

The main functions of professional activ¬ 
ity that a graduate of a programme will per¬ 
form should be clearly understood by study 
programme designers - and/or people who 
renew existing programmes - and this under¬ 
standing should inform the formulation of the 
programme-aim. It is important, therefore, 
for them to consult with various stakeholders 
when formulating both the purpose and aims 
of a study programme and to pay attention to 
international experience when designing and 
implementing such study programmes, and 
to a variety of documents that regulate study 
programme design (or renewal). 

3 

IDENTIFICATION AND 
FORMULATION OF STUDY 
PROGRAMME OUTCOMES 

Functions of professional activity (collect, pro¬ 
cess, provide and advise) provided in the ex¬ 
ample of the aim of a career designing study 
programme should be based on appropriate 
learning outcomes that can prove that a gradu¬ 
ate will be able to perform the specified activi¬ 
ties (collect, process, provide and advise) at the 
level of the set (cycle of study or qualification 
framework) requirements. One of the functions 
of professional activity - to advise - requires a 
future specialist to be able to perform a certain 
level of cognitive research of personality and la¬ 
bour market. In other words, the aim of a study 
programme is a kind of “mission”, “purpose” (to 
cure, build, educate etc.) that is realised through 
specific functions of professional activity re¬ 
lated to building, or to curing, or to education, 
or to counselling, etc. For example, the mission 
of education is realised through such functions 
of professional activity as planning, class-man¬ 
agement, teaching, teaching to learn, assess¬ 
ment, counselling, informing etc. The functions 
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funkcijos (planavimas, klases valdymas, mo- 
kymas, mokymas mokytis, vertinimas, kon- 
sultavimas ir 1.1.) gali buti pagrindas studijij 
programos rezultatams identifikuoti. Studijq 
rezultatij formulavimas („vizija“) jau turetij 
atskleisti, kaip, kokiame studijij pakopos ly- 
gmenyje bus atliekama viena ar kita profesi¬ 
nes veiklos funkcija („misija“). 

Studijij rezultatij paskirtis - sukonkretin- 
ti tam tikro lygmens (studijij pakopos) studijij 
programos tiksl^, isreikstq profesines veiklos 
funkcijomis. Studijij programos tikslas, kaip 
ir studijij rezultatai, gali buti platesnis, abs- 
traktesnis, ir siauresnis, konkretesnis. Tokj 
studijij tikslo ir studijij rezultatij abstraktumo 
ar konkretumo lygj atitinkamoje studijij pa- 
kopoje lemia reglamentuojantys dokumentai, 
kuriais aprasomi reikalavimai kvalifikacijai 
suteikti. Nacionaliniij ir sektoriniij scjrangij, 
studijij krypciij aprasij tikslai ir rezultatai 
formuluojami abstrakciau, kad tenkintij jvai- 
riip studijij programij rengimo ir realizavimo 
poreikius, o studijij program^ ir ypac studijij 
dalykij ar studijij modulip lygmenyje, studijij 
tikslas ir studijij rezultatai yra konkretesni 20 . 

Studijij programos tiksle isvardytos pro¬ 
fesines veiklos funkcijos yra pagrindas nu- 
statant studijij programos studijij rezultatij 
skaiciij ir formuluojant studijij rezultatus. 
Butent remiantis studijij programos tiks¬ 
le isvardytomis pagrindinemis profesines 
veiklos funkcijomis ir priklausomai nuo 
studijij pakopos, kuriai priskiriama studijij 
programa, formuluojami profesines veiklos 


20 J student^ orientuotose studijose (ECTS sistema) studijij 
dalykai ar studijij moduliai atsiranda suskaidzius studijij pro¬ 
gramos rezultatus (vykdomij studijij programij atveju esa- 
mi studijij programos rezultatai atnaujinami, naujij studijij 
programij rengimo atveju - pagrindziami nauji studijij 
programos rezultatai) j smulkesnius studijij rezultatus ir 
tuos smulkesnius studijij rezultatus grupuojant pagal tam 
tikrus kriterijus (dazniausiai pagal: a) giminingum^ vienai 
ar kitai disciplinai; b) teorin^ ar praktin^ ziniij ar mokejimij 
paskirtj) j didesnius studijij vienetus. Taip atsiranda pagrin¬ 
das rastis studijij programij komponentams: studijij dalykui 
arba studijij moduliui, praktikoms, kursiniams darbams ar 
baigiamajam darbui. 


(planning, class-management, teaching, teach¬ 
ing to learn, assessment, counselling, informing 
etc.) of future professional activity can be the 
basis for the identification of study programme 
outcomes. Formulation (“vision”) of learning 
outcomes itself should reveal the stage of the 
study cycle at which a particular function of pro¬ 
fessional activity will be performed (“mission”). 

The purpose of learning outcomes is to 
make the aim of a particular level (cycle) study 
programme, expressed in functions of profes¬ 
sional activity, more specific regarding the com¬ 
plexity of separate professional functions and 
how they should be performed. As with learn¬ 
ing outcomes, the aim of a study programme 
can be wider and more abstract or narrower 
and more specific. The intensity of abstraction 
or level of specificity of the programme-aim 
and learning outcomes of a particular study 
cycle is determined by the regulating docu¬ 
ments that describe requirements for awarding 
a qualification. The aims and outcomes of na¬ 
tional and sector frameworks and descriptions 
of study fields (subject benchmarking) are for¬ 
mulated in a more abstract way, so that they are 
able to meet various programme design and 
realisation needs. At study programme and, es¬ 
pecially, course unit or module level, study aim 
and outcomes need to be more specific 20 . 

The functions of professional activity indi¬ 
cated in the programme-aim determine both 
the volume of learning outcomes and their spe¬ 
cific formulation - taking into consideration 
the study cycle to which a study programme 
belongs. “Threshold” or, in other words, mini- 


20 In student-oriented studies (ECTS system), course unit 
or modules originate after the division of study programme 
outcomes (in the case of present study programmes, present 
study programme outcomes are renewed while in the case 
of designing new study programmes, new study programme 
outcomes are validated) into smaller learning outcomes and 
after grouping these smaller learning outcomes according 
to specific criteria (usually according to: a) affinity to one 
or another discipline; b) theoretical or practical purpose of 
knowledge or skills) into larger study units. That is how the 
bases for study programme components (course or module, 
practices, course papers or final thesis) are determined. 
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funkcijas nusakantys (apibreziantys) 21 studi- 
jij programos rezultatai. Studijij programos 
aprase paprastai formuluojami „slenkstiniai“, 
arba dar kitaip vadinami minimalus, studijij 
rezultatai. 

Studijij rezultatai parodo, kokiame kokybes 
(aprepties, gylio, efektyvumo ir efektingumo) 
lygmenyje numatoma pasiekti studijij progra¬ 
mos tiksle isvardytij pagrindiniij profesines 
veiklos funkcijij atlikimij. Pavyzdziui, jei studi¬ 
jij programos tiksle jvardyta profesines veiklos 
funkcija „diagnozavimas“, studijij programos re- 
zultatas turi aiskiai apibrezti, kokiame aprepties, 
gylio, efektyvumo ir efektingumo lygmenyje ab- 
solventas ismoks diagnozuoti atitinkamq reiskinj 
baigys siq studijij program^. Vienos profesines 
veiklos funkcijos atlikimo kokybei apibrezti gali 
buti formuluojami du ir daugiau studijij rezulta- 
tij, jei to reikia tam, kad profesines veiklos funk¬ 
cijos atlikimo lygmuo butq aiskiai apibreztas 22 . 
Abejotina, ar dvi profesines veiklos funkcijos 
gali buti apibreztos vienu studijij programos 
rezultatu. Jei tai jmanoma padaryti, reiketq 

21 Pagrindinis studijij rezultato skirtumas nuo studijij tikslo 
tas, kad studijij rezultatas yra (turi buti) pamatuojamas. Jei 
galima pamatuoti studijij rezultato pasiekim^, vadinasi, jis 
teisingai suformuluotas. Teisingai ar neteisingai suformu- 
luotas studijij rezultatas, jsitikinama formuluojant studentij 
studijavimo pasiekimij jvertinimo kriterijus. Kita vertus, ne- 
reiketij painioti „siekiniij“ ar „tikslij“ (angl. „aim“ or »goal“) 
su „uzdaviniais“ (angl. objectives"). Bloomo (1956) takso- 
nomijoje ir si^ taksonomij^ cituojancioje literaturoje „uz- 
daviniams“ (angl. objectives “), kaip ir studijij rezultatams, 
keliamas galimybes juos pamatuoti reikalavimas. 

22 Studijij programij rengejai, neturintys patirties rengti stu¬ 
dijij programas studijij rezultatij pagrindu, tures tam tikra 
prasme issiugdyti studijij rezultatij formulavimo „abstrak- 
tumo/konkretumo“ pojutj. Studijij rezultatai programos ly- 
gmeniu paprastai buna abstraktesni, o studijij dalyko/modu- 
lio lygmeniu - konkretesni. Tokiam pojuciui ugdyti padetij 
studijij krypciij (ar jij grupes) aprasai, kuriuose studijij rezul¬ 
tatai formuluojami dar abstrakciau, negu studijij programos 
aprase. Galima konstatuoti, kad „tolstant nuo auditorijos, 
kurioje vyksta konkrecios studijos“, studijij rezultatij formu- 
lavimas jgauna vis abstraktesnj pobudj. Konkreciausiai stu¬ 
dijij rezultatai formuluojami studijij programos komponen- 
to (studijij dalyko, praktikos, kursinio ar baigiamojo darbo ir 
pan.) lygmeniu. Abstrakciausiai suformuluoti studijij rezul¬ 
tatai yra EQF (2008), tarptautinio lygmens sektorinese arba 
nacionalinese kvalilikacijij ir kreditij s^rangose. Pavyzdziui, 
L. Brockmano ir M. Clarkeo (2009) straipsnyje jau kalbama 
apie „English Qualification and Credit Framework", p. 789. 


mat learning outcomes are formulated in the 
description of a study programme. 

In effect, study programme outcomes de¬ 
scribe and define 21 programme-aims and in¬ 
dicate the level of quality (coverage, depth, ef¬ 
fectiveness and efficiency) at which the main 
professional activity functions enumerated in 
the programme-aim should to be achieved. 
For example, if a professional activity function 
of “diagnosing” is indicated in the programme- 
aim, then one or more of the related outcomes 
should clearly define the level of coverage, depth, 
effectiveness and efficiency at which a graduate 
will learn to diagnose a particular phenomenon 
upon the completion of the programme. In or¬ 
der to define the quality of performance of a sin¬ 
gle professional activity function, two or more 
learning outcomes can be formulated, if that 
is necessary for a clear definition of a perfor¬ 
mance level of professional activity function 22 . 
It is questionable whether two professional ac¬ 
tivity functions can be defined in terms of one 

21 The main difference between a learning outcome and 
learning aim is that a learning outcome is (has to be) meas¬ 
urable. If one can measure achievement of a study outcome, 
it means that it was formulated correctly. Formulation of the 
criteria for the evaluation of student learning achievements 
helps to prove whether a learning outcome was formulated 
correctly or incorrectly. Aims or goals here should not be 
confused with objectives. According to Blooms (1956) tax¬ 
onomy and literature that refer to this taxonomy, objectives 
as well as learning outcomes have to be measurable. 

22 Study programme designers who do not have experience 
in designing study programmes on the basis of learning out¬ 
comes, will have, to a certain extent, to self-develop the sense of 
“abstract/specific” formulation of learning outcomes. Learning 
outcomes are usually more abstract on the level of a study pro¬ 
gramme while they are more specific on the level of a course 
unit/module. Descriptions of learning outcomes of study di¬ 
rections (or groups of directions) are formulated even more 
abstractly than in the description of a study programme would 
be of great help when developing this kind of sense. It can be 
stated that “when moving away from a classroom where spe¬ 
cific studies take place”, the formulation of learning outcomes 
becomes more and more abstract. The most specific formu¬ 
lation of learning outcomes is achieved on the level of study 
programme component (course unit, practice, course paper 
or final thesis etc.). The most abstract formulation of learning 
outcomes is found in the EQF (2008), international sectorial 
or national qualifications and credits frameworks (for exam¬ 
ple, the article by Brockman L. and Clarke M. (2009) presents 
“English Qualification and Credit Framework”, p. 789). 
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perm^styti, ar studijq programos tiksle pagrjstai 
isskirtos profesines veiklos funkcijos? 

Studijq rezultatq sandarai ir formulavi- 
mui keliami specialus reikalavimai. J. Moon 
(2002) suformulavo 3 reikalavimus, pagal ku- 
riuos studijij rezultatas turi buti sudarytas is 
trijq daliij: 

„1. Aktyvaus neinterpretuojamo veiks- 
mazodzio, kuris parodo, kq besimokan- 
tysis turi moketi padaryti studijq proceso 
pabaigoje; 

2. Zodzio ar zodziq, kurie nurodo, su 
kuo arba kq besimokantysis daro. Jei studijq 
rezultatas susijgs su mokejimais, tada zodis 
ar zodziai gali apibudinti budq, kuriuo mo- 
kejimas yra atliekamas (pvz., „teisingai pa- 
sokti aukstyn ir nusileisti zemynj; 

3. Zodis ar zodziai, kurie nurodo atliki- 
mo pobudi (kontekstq ar reikalavimo sqly- 
gq) kaip jrodymq, kad studijq rezultatas yra 
pasiektas“ (p. 64). 

J. Lokhoffas, B. Wegewijsas ir kt. (A Tu¬ 
ning Guide, 2010) studijij rezultatij sandarq 
siulo apibudinti 5 dalimis: 

„a) aktyvaus neinterpretuojamo veiks- 
mazodzio; 

b) studijq rezultatq tipo 23 ; 

c) studijq rezultato temos srities, kuri 
gali buti bendro arba specifinio pobudzio ir 
sietis su studijq krypties ziniq sritimi ar tam 
tikru mokejimu; 

d) reikalavimo lygmens (standarto), kurj 
numatoma pasiekti su studijq rezultatu ir 

e) studijq rezultato apimties ir konteks- 
to“ (p. 45). 


23 Turima omenyje studijij rezultato dimensija arba jos 
parametrai. Studijij rezultatai gali tureti jvairij dimensijij 
skaiciij. Europos kvalifikacijij s^rangoje, skirtoje moky- 
muisi vis 4 gyvenim^ (2008), isskirtos 3 dimensijos - zinios/ 
zinojimas, mokejimai ir kompetentingumas; Dublino 
aprasuose - 5 (ziniij/zinojimo ir supratimo, ziniij/zinojimo 
ir supratimo taikymo, sprendimij priemimo, bendravimo 
ir mokejimo mokytis). Airijos nacionalineje kvalifikacijij 
s^rangoje, kaip mineta, isskirtos 3 dimensijos su 8 jas 
apibudinanciais parametrais. 


study programme outcome. If it is possible to 
do that, then it is worth reconsidering whether 
professional activity functions are validly distin¬ 
guished in the study programme aim? 

Special requirements are set for the structure 
and formulation of learning outcomes. Moon 
(2002) formulated 3 requirements that suggest a 
learning outcome be formed out of three parts: 

“1. Action verb that indicates what a 
learner should be able to do at the end of a 
study process; 

2. A word or words that indicate how 
and what a learner does. If a learning out¬ 
come is related to skills, then a word or words 
can describe the way how that skill is per¬ 
formed (e.g., “to jump up correctly and then 
to go down’’); 

3. A word or words that indicate the na¬ 
ture of performance (context or requirement 
condition) as an evidence that a learning 
outcome is achieved” (p. 64). 

Lokhoff, Wegewijs et al. (A Tuning Guide, 
2010) recommend describing the structure of 
learning outcomes in terms of 5 parts: 

“a) an action verb; 

b) an indication of the type of learning 
outcome 23 ; 

c) the topic area of the learning out¬ 
come: this can be specific or general and re¬ 
fers to the subject matter, field of knowledge 
or a particular skill; 

d) an indication of the standard or the 
level that is intended to be achieved by the 
learning outcome; 

e) the scope and context of the learning 
outcome” (p. 45). 

23 The dimension of a learning outcome or its parameters. 
The number of dimensions for learning outcomes can vary. 
Three dimensions - knowledge, skills and competence - are 
distinguished in the European Qualifications Framework for 
Lifelong Learning (2008). Five dimensions (knowledge and 
understanding, application of knowledge and understanding, 
making decisions, communication and ability to learn) are 
provided in the Dublin descriptions. As it was already men¬ 
tioned, 3 dimensions and 8 parameters that describe them are 
provided in the Irish National Qualifications Framework. 
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Formuluojant studijij rezultat qprofesines 
veiklos funkcijq pagrindu labai svarbu teisin- 
gai parinkti aktyvij. neinterpretuojamq veiks- 
mazodj. Sis procesas glaudziai siejamas su 
Bloomo 24 (1956) taksonomija. Bloomo tak¬ 
sonomija apima tris sritis: kognityvin^, ver- 
tybin^ (afektyviq) ir psichomotorin^. 

Aktyvaus neinterpretuojamo veiksmazo- 
dzio parinkimas pirmiausiai priklauso nuo to, 
kokio studijij rezultato pobudzio (kognityvines, 
vertybines ar psichomotorines srities) kompe- 
tentingumus svarbu jgyti atitinkamos studijij 
krypties absolventui. Dazniausiai tai apima 
visas tris taksonomijos sritis (kognityvin^, ver- 
tybin^ ir psichomotorin^), nors studijij pro- 
gramij aprasij praktikoje labai retai aptinkami 
konkretus vertybines taksonomijos srities stu¬ 
dijij rezultatai. Dazniausiai studijij programij 
aprasij praktikoje sutinkami kognityvines ir 
psichomotorines srities studijij rezultatai. 

Antra, j kcj reikia atsizvelgti, parenkant ak- 
tyvij neinterpretuojamq veiksmazodj, - kokj 
Bloomo (1956) taksonomijos (kognityvines, 
vertybines ar psichomotorines) srities lygmens 
studijij rezultatq (kompetentingumq) turi pa- 
siekti konkrecios (pvz., istorijos) krypties ati¬ 
tinkamos pakopos (pvz., bakalauro) studijij 
programos absolventas. Jei, sakykime, studijij 
programos aprasij rengiantys ekspertai (daz¬ 
niausiai tai studijij programos komiteto nariai) 
sutaria del tarn tikrij kognityvines srities stu¬ 
dijij rezultatij ir jij skaiciaus, formuluojant sios 
kognityvines srities studijij rezultatq, svarbu 
sutarti ir del to, kokiame kognityvines takso¬ 
nomijos srities lygmenyje jis turi buti formu- 
luojamas: a) zinojimo; b) supratimo; c) taiky- 
mo; d) analizes; e) sintezes ar f) jvertinimo? 

Konkretaus kognityvines (ar kitos) srities 
lygmens parinkimas priklausys nuo to, kokio 
lygmens tarn tikros profesines veiklos funkcijos at- 
likimo pareikalaus busima absolvento veikla. Jei 
sekmingai busimai absolvento veiklai pakanka 


24 Nepaisant ki 14 taksonomijp (pvz., SOLO), Bloomo takso- 
nomija iki siol placiausiai vartojama projektuojant, jgyven- 
dinant ir vertinant studijij programas. 


When formulating a learning outcome on 
the basis of professional activity functions, it is 
extremely important to choose an appropri¬ 
ate action verb. The choice of an action verb 
is closely related to Bloom’s 24 (1956) taxonomy 
which involves three domains: cognitive, af¬ 
fective and psychomotor. 

The choice of an action verb depends, 
first of all, on what competences a particular 
study field graduate should gain according to 
the nature (cognitive, affective or psychomo¬ 
tor domain) of learning outcomes. Most of¬ 
ten it involves all three domains of the tax¬ 
onomy (cognitive, affective or psychomotor); 
however, it is a very rare case to find specific 
learning outcomes from the affective domain 
in the descriptions of study programmes. 
In the practice of descriptions of study pro¬ 
grammes, one can most often find learning 
outcomes that belong to cognitive and psy¬ 
chomotor domains. 

The second aspect that has to be consid¬ 
ered when choosing an action verb is a learn¬ 
ing outcome (competence) at the level within 
a Blooms taxonomy domain (cognitive, affec¬ 
tive or psychomotor) that a graduate of a study 
programme of a specific field (e.g., history) 
and study cycle (e.g., bachelor) should achieve. 
If experts who prepare the description of a 
study programme (usually these are members 
of a study programme committee) agree upon 
certain cognitive learning outcomes and their 
number, then during the formulation of this 
cognitive learning outcome it is important to 
agree upon the level within the cognitive tax¬ 
onomy domain at which this outcome has to 
be formulated: a) knowledge; b) comprehen¬ 
sion; c) application; d) analysis; e) synthesis; or 
f) evaluation? 

The choice of a specific level within the 
cognitive domain will depend on the level 
of performance of a particular professional 

24 Leaving other taxonomies (e. g., SOLO) aside, Blooms 
taxonomy up to now is the most widely used taxonomy in 
programme designing, implementation and assessment. 
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zinojimo lygmens, parenkamas zinojimo lygme- 
nj atitinkantis aktyvus neinterpretuojamas veiks- 
mazodis. Jei sekmingai absolvento veiklai reikia 
aukstesnio kognityvines srities lygmens, pavyz- 
dziui, taikymo ar jvertinimo, parenkami kiti ati- 
tinkamos kognityvines taksonomijos lygmens 
aktyvus neinterpretuojami veiksmazodziai. 

Paprastai sekmingai busimai profesinei 
veiklai atlikti reikalingi ivairiij tipij studiji} 
rezultatai arba kompetentingumai (tiek ko¬ 
gnityvines, tiek vertybines ar psichomotorines 
srities studiji} rezultatai arba kompetentingu¬ 
mai). Visi kartu jie dazniausiai vadinami es- 
miniais, kertiniais studijq programos apraso 
rezultatais (angl. core learning outcomes) arba 
esminiais, kertiniais studijq programos apraso 
kompetentingumais (angl. core competences). 
Kokiij ir kiek turi buti kertiniy studiji} rezul- 
tati} (kompetentingumij) - vienas svarbiausii} 
studijp programos aprasq rengianciq ekspertij 
uzdaviniq. Paprastai studiji} programos apra- 
se siuloma apsiriboti 8-12 (esant pagrjstai 
butinybei sis skaicius gali buti tiek didesnis, 
tiek mazesnis) studiji} programos rezultati} 25 , 
apimanciq visas (ar dal / is ji}) reikalingas ko- 
kybiskai busimai profesinei veiklai atlikti ir 
studijoms aukstesneje studiji} pakopoje t^sti 
taksonomijos sritis (kognityvin^, vertybin^, 
psichomotorin^) ir lygmenis (zr. toliau tekste). 
Kaip mineta, studiji} rezultatai paprastai kildi- 
nami is butinq (kertinip) busimos profesines 
veiklos funkciji}. Koks turetq buti studiji} pro¬ 
gramos apraso studiji} rezultati} skaicius, sunku 
tiksliai nurodyti, nes tai priklauso nuo dauge- 
lio veiksnii} (nuo studiji} programos priklau- 
symo atitinkamai disciplinai ir studiji} progra¬ 
mos tarpdiscipliniskumo, studiji} programos 
paskirties, priskyrimo reglamentuojamoms ar 


25 J. Lokhoffas, B. Wegewijsas ir kt. (A Tuning Guide, 2010) 
siulo formuluoti iki 15 Programos kompetentingumij (angl. 
Programme competences, p. 36) ir salia jij dar 15-20 Progra¬ 
mos studijij rezultatij (angl. Programme learning outcomes, 
p. 42). Manytume, kad toks siulymas yra perteklinis tiek 
praktiniu, tiek moksliniu poziuriu bei turetij buti aiskiau pa- 
grjstas del mineto diskutuotino kompetentingumo ir studijij 
rezultatij atskyrimo. 


activity function that is demanded by a future 
graduate’s activity. If the taxonomic level of 
knowledge is sufficient for a graduates suc¬ 
cessful future activity, an action verb that cor¬ 
responds to that level is chosen. If a success¬ 
ful graduate’s activity requires a higher level 
within the cognitive domain (e.g., application 
or evaluation), an action verb appropriate to 
that level is chosen. 

Successful performance of future pro¬ 
fessional activity usually requires various 
types of learning outcomes or competences 
(learning outcomes or competences from 
cognitive, affective or psychomotor do¬ 
mains). Collectively these are referred to 
as core learning outcomes or core compe¬ 
tences. Establishing the correct number and 
nature of core learning outcomes (compe¬ 
tences) is one of the most importance goals 
for experts who prepare the description of a 
study programme. It is usually recommend¬ 
ed to have 8-12 (having a valid reason, this 
number can slightly vary) study programme 
outcomes 25 in the description of a study 
programme. These outcomes involve all (or 
some) of the domains (cognitive, affective 
and psychomotor) and levels (see further 
in the text) of the taxonomy that are neces¬ 
sary for high-quality performance of future 
professional activity and continuation of 
higher cycle studies. As was already men¬ 
tioned, learning outcomes usually originate 
from the essential (core) functions of future 
professional activity. It is difficult to indi¬ 
cate the exact number of learning outcomes 
that should be presented in the description 
of a study programme because it depends 
on a number of factors (to what discipline 
a study programme belongs, the degree of 

25 Lokhoft, Wegewijs et al. ( A Tuning Guide, 2010) recom- 
mend formulating up to 15 Programme competences (p. 36) 
and 15-20 Programme learning outcomes (p. 42). In our 
opinion, this number is too big both practically and scien¬ 
tifically. Besides, a clearer validation should be given due to 
the above mentioned questionable competence and learning 
outcomes separation. 
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nereglamentuojamoms profesijoms, reiksmin- 
gumo atskiriems salies ar net tarptautines dar- 
bo rinkos sektoriams, kitq veiksniij ir pan.). 
Svarbu tik, kad studiji} programos rezultatai 
aiskiai fiksuotij pagrindiniu profesines veiklos 
funkcijq atlikimo lygmens kokyb^. 

Vadinasi, aktyvaus neinterpretuojamo 
veiksmazodzio parinkimas lemia studijq re- 
zultato tipq arba pobudj (kognityvines, ver- 
tybines ar psichomotorines srities) ir lygmenj 
(jei kognityvines srities - lygmenis nurodeme 
anksciau; jei vertybines srities, tai studiji} re¬ 
zultatai gali buti: a) vertybii} priemimo; b) re- 
agavimo j jas; c) vertes suteikimo vertybei; 
d) vertybii} sisteminimo ir e) vertybii} pere- 
mimo lygmens; jei psichomotorines srities, tai 
studijp rezultatai gali buti: a) veiksmo suvo- 
kimo; b) nusiteikimo atlikti veiksmq; c) pir- 
minio veiksmo atlikimo; d) veiksmo atlikimo 
tobulinimo; e) reagavimo j veiksmo atlikimo 
kokyb^; f) jo teisingo atlikimo ir g) veiksmo 
atlikimo natural umo/savaimingumo arba 
jgudimo lygmens). Butina pastebeti, kad 
praktiskai aktyvus neinterpretuojamas veiks- 
mazodis parenkamas atvirkstine tvarka: eks- 
pertai sutaria, kokio lygmens kompetentin- 
gumu turi pasizymeti busimojo absolvento 
veikla, ir tik po to, atsizvelgus j absolventui 
butinus jgyti kompetentingumus, parenka¬ 
mas tq profesines veiklos pobudj ir lygmenj 
atitinkantis aktyvus neinterpretuojamas veiks- 
mazodis. Pavyzdziui, jei baig^s inzinieriaus 
studijas absolventas turetq moketi projektuo- 
ti, t. y. atlikti projektavimo profesin^ veikl^, 
apibreztij kaip vieni} is inzinieriaus profesines 
veiklos funkciji} studiji} programos tiksle, tai 
profesines veiklos funkcijos konvertavimas 
j studijp rezultat^, priklausomai nuo studiji} 
pakopos, busimos profesines veiklos keliami} 
reikalavimi} ir kiti} veiksnii}, galeti} buti toks: 

Suprojektuoti sistemq, komponentq ar 
procesq, kuris tenkintq specialias reikmes. 

(Menamas inzinieriaus magistro studi- 
jq rezultatas) 


inter-disciplinarity of a study programme, 
the purpose of a study programme, attribu¬ 
tion to regulated or non-regulated profes¬ 
sions, significance to distinct national or 
even international labour market sectors 
etc.). It is important that learning outcomes 
clearly record the quality of the level of per¬ 
formance of the main professional activity 
functions. 

The type or nature (cognitive, affective 
or psychomotor domain) and level (levels 
within the cognitive domain are indicated 
above; levels within the affective domain 
are: a) receiving; b) responding; c) valuing; 
d) organising; and e) characterising; levels 
within the psychomotor domain are: a) per¬ 
ception; b) set; c) guided response; d) mech¬ 
anism; e) complex overt response; f) ad¬ 
aptation; and g) origination) of a learning 
outcome depends on the choice of an action 
verb. It is important to note that in practice 
an action verb is chosen in a reverse order: 
first of all, experts agree upon the level of 
competence that a future graduate’s activ¬ 
ity should have and only then, taking into 
consideration competences that are neces¬ 
sary for a graduate to gain, choose an action 
verb that corresponds to the nature and level 
of that professional activity. For example, 
upon graduation, a graduate in engineering 
should be able to design, i.e. to perform the 
professional activity of designing that in the 
study programme aim is defined as one of 
the functions of engineering professional 
activity. Then the conversion of a profes¬ 
sional activity function into a learning out¬ 
come, taking into consideration the cycle 
of studies, requirements for future profes¬ 
sional activity and other factors, could be as 
follows: 

To design a system, component or pro¬ 
cess that would satisfy special needs. 

(Imaginary learning outcome for an en¬ 
gineering master programme) 
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Sis studijij rezultatas aprasytas vienu is 
jo komponentij - kompetentingumu (placiau 
zr. EQF, 2008), nes nera isskleisti jj sudaran- 
tys mokejimai bei tuos mokejimus grindzian- 
cios zinios. 

Matome, kad sis studijij rezultatas susi- 
deda is trijij daliij ir yra gan abstraktus: 


This learning outcome is described in 
terms of one of its components, i.e. compe¬ 
tence (for more information see EQF, 2008), 
as no skills that constitute it and no knowl¬ 
edge that validates these skills are provided. 

We can see that this learning outcome 
consists of three parts and is rather abstract: 


Suprojektuoti 
(sintezes lygmuo 26 ) 

sistemq, komponentq 
ar procesq, 

kuris tenkintq specialias reikmes. 

Aktyvus neinterpretuoja¬ 
mas veiksmazodis 

Nurodoma, kas turi 
buti suprojektuota 

Paaiskinama, kokia turi buti suprojektuota sistema, kom- 
ponentas ar procesas (konteksto ar reikalavimo sqlyga) 


Design 

(level of synthesis 26 ) 

a system, component 
or process 

that would satisfy special needs. 

Action verb 

It is indicated what has 
to be designed 

It is explained what a designed system, component or proc¬ 
ess should be (context or requirement condition) 


Kokiq reikia „suprojektuoti sistemq, 
komponentq ar procesq, kuris tenkintq spe- 
cialias reikmes “, studentai is dalies matys 
jau studijq programos pradzioje jiems pa- 
teiktuose studijavimo pasiekiimj jvertinimo 
kriterijuose, o detalesnj vaizdq susidarys 
studijuodami atskinj ar atskirus studijij pro¬ 
gramos komponentus 27 . Is pavyzdzio taip 
pat matome, kad studijij rezultato pobudis 
(tipas) yra kognityvines srities ir reikalauja 
sintezes lygmens sudetingumo („suprojek- 
tuoti“) bei priskirtinas specialiijjij studijij 
rezultatij (specialiijjij kompetentingumij) 
kategorijai. 

Kitas studijij programos rezultato pavyz- 
dys pateiktas remiantis projekto Tuning Gui¬ 
de, (2010, p. 47) rekomendacijomis: 


26 Cia ir toliau pateiktuose pavyzdziuose remiamasi Bloomo 
(1956) taksonomija. 

27 Studijij programq aprasant detaliais studijij rezultatais, 
minetam kompetentingumui pademonstruoti is atitinkamij 
studijij programos komponentij turetij buti isskirti reikalin- 
gi mokejimai ir juos grindziancios zinios. Aprasant studijij 
programq tik kompetentingumais, juos sudarantys mokeji¬ 
mai ir zinios lieka paciame studijij turinio procese, bet studi¬ 
jij programos aprase jij nematyti, del to taip aprasyta studijij 
programa yra maziau detali ir skaidri. 


What kind of “ system, component or pro¬ 
cess that satisfies special needs has to be designed” 
students will already be able to see to a certain 
extent in the criteria for the evaluation of learn¬ 
ing achievements provided at the beginning 
of a programme. Students will get a fuller and 
more detailed view when learning separate 
component(s) of a study programme 27 . The 
example also indicates that the nature (type) of 
this learning outcome is from the cognitive do¬ 
main, requires the level of synthesis (“to design”) 
and can be ascribed to the category of special 
learning outcomes (special competences). 

Yet another example of a study programme 
outcome is provided on the basis of recom¬ 
mendations provided in the project Tuning 
Guide (2010, p. 47): 


26 Bloom’s taxonomy (1956) is used in this and further pro- 
vided examples. 

27 When describing a study programme in terms of detailed 
learning outcomes, all the necessary skills and knowledge 
that validates these skills should be separated from the ap¬ 
propriate study programme components in order to demon¬ 
strate the mentioned competence. When describing a study 
programme only in terms of competences, skills and knowl¬ 
edge that constitute them remain in the study process itself; 
however, they cannot be seen in the description of a study 
programme. Thus a study programme that is described in 
such a way is less detailed and less transparent. 
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Pademonstruoti Europos ir pasaulio 
istorijos nurodytos epochos chronologijos 
zinojimq ir gebejimq apibrezti nustatytais 
laikotarpiais pagrindinius Europos imperi- 
jq, pasaulines ir globalios istorijos tyrimo 
metodus. 

(Menamas istorijos krypties bakalauro 
studijq rezultatas) 

Sis studijq rezultatas, anot sio klasifika- 
vimo autoriq, susideda is penkiq daliq: 


To demonstrate knowledge of the chro¬ 
nology of an indicated epoch in the Europe¬ 
an and world history and ability to define 
the main research methods of the European 
empires, world and global history at the in¬ 
dicated periods. 

(Imaginary learning outcome for bache¬ 
lor studies in the field of history) 

According to the authors of such classifica¬ 
tion, this learning outcome consists of five parts: 


Pademonstruoti 
(K^? „Zinojim 4 “. Vadina- 
si, zinojimo lygmuo) 

Zinojimas 
ir gebejimas 
apibrezti 

Europos ir pasaulio 
istorijos nurodytos 
epochos chronologij^ 

Chronologijos zino¬ 
jimas ir gebejimas 
apibrezti nustatytais 
laikotarpiais 

pagrindinius Europos 
imperijtj, pasaulines 
ir globalios istorijos 
tyrimo metodus 

Aktyvus neinterpretuoja- 
mas veiksmazodis 

Tipas 

Dalykas 

Standartas 

Apimtis/kontekstas 


Demonstrate 

(The level of knowledge) 

Knowledge 
and ability 
to define 

Chronology of an 
indicated epoch in 
the European and 
world history 

Knowing chronol¬ 
ogy and ability to 
define at the indi¬ 
cated periods 

main research meth¬ 
ods of the European 
empires, world and 
global history 

Verb 

Type 

Subject 

Standard 

Scope/context 


Matome, kad studijij rezultato pobudis 
yra kognityvines srities ir reikalauja zinoji- 
mo sudetingumo lygmens ( „pademonstruoti 
zinojimq ir gebejimq apibrezti “) bei priskir- 
tinas specialityi} (istorijos dalyko) studijij 
rezultatij (specialiijjij kompetentingumij) 
kategorijai. Diskutuotina tik, ar tai studi- 
jq programos, ar studijij dalyko (modulio) 
lygmens rezultatas (standartas/reikalavi- 
mas - „chronologijos zinojimas ir gebejimas 
apibrezti nustatytais laikotarpiais. 
istorijos tyrimo metodus'j 7 Po tokios disku- 
sijos gali kilti ir principinis klausimas: kaip, 
kokiu metodologiniu pagrindu autoriai re- 
komenduoja formuluoti studijij programos 
rezultatus? Ar busimos studijij programos 
absolvento profesines veiklos funkcijij pa¬ 
grindu („j student^ orientuotos studijos“), 
ar istorijos kaip akademines disciplinos 
turinio pagrindu („j destytojq orientuotos 
studijos“)? 


It can be seen that the learning outcome 
is of cognitive nature and requires the level 
of knowledge (“to demonstrate knowledge and 
ability to define”) and can be ascribed to the 
category of special (the subject of history) 
learning outcomes (special competences). 
The only question here is whether it is a 
study programme outcome or a course unit 
(module) outcome (standard/requirement - 
“knowledge of chronology and ability to define 
at the indicated periods...<...>...history re¬ 
search methods”) 7 . After such a discussion, a 
principal question can arise here - how and 
on what methodological basis the authors 
recommend formulating study programme 
outcomes? Shall this be done on the basis 
of future professional activity functions of a 
study programme graduate (“student-centred 
studies”) or on the basis of the content of his¬ 
tory as an academic discipline (“teacher-cen¬ 
tred studies”)? 
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4 

STUDIjy PROGRAMOS REZULTATy 
SKAIDYMAS, GRUPAVIMAS, 

KRITINIS DERINIMAS IR SUSIEJIMAS 
TARPUSAVYJE 

Studijij prograimj rengimo studijij rezultatij 
pagrindu logika reikalauja, kad studijij pro- 
gramos rezultatai, suformuluoti profesines 
veiklos funkcijij pagrindu, butij skaidomi j 
smulkesnius studijij rezultatus. Kiek smul- 
kiai turi buti skaidomi studijij programos 
rezultatai konkrecios studijij programos 
atveju sunku apibrezti, bet praktine patirtis 
rodo: studijij programos rezultatai turetij 
buti skaidomi orientuoj antis j tai, kad ats- 
kirus studijij programos komponentus (stu¬ 
dijij dalykcj, praktikcj, kursinj darbcj ir t. t.) 
sudarytij 5-8 studijij rezultatai. Taip isskaidt; 
studijij programos rezultatus (jei orientuoja- 
masi, kad studijij programa turi 8-12 studijij 
rezultatij), gautume nuo 40 iki 96 28 smulkes- 
niij studijij rezultatij. Taip suskaidyti studijij 
rezultatai grupuojami pagal sutartus krite- 
rijus j stambesnius studijij vienetus: studi¬ 
jij dalykus/modulius, praktikas, kursinius 
darbus ir t. t. Dazniausiai suskaidyti studi¬ 
jij programos rezultatai grupuojami pagal: 

a) gimininguiUEj vienai ar kitai disciplinai; 

b) praktine; ziniq ar mokejimq paskirtj ty- 
rimams atlikti ar praktines veiklos kompe- 
tentingumams ugdytis; c) kitus kriterijus, 
kuriuos lemia studijij programos paskirtis, 
tikslas bei busimos absolventij profesines 
veiklos funkcijos. Butent taip atsiranda vieni 
ar kiti studijij programos komponentai. Jei 
nesilaikoma sio studijij programos kompo- 
nentij atsiradimo principo, negalima kalbeti 
apie j student^ orientuotas studijas, grjstas 
studijij rezultatais. 

Pagal nustatytus kriterijus sugrupuoti 
suskaidytieji studijij programos rezultatai 
sudaro prielaidas atsirasti studijij programos 


28 Sie skaiciai yra orientaciniai ir iliustraciniai. 


4 

DIVISION, GROUPING, CRITICAL 
ALIGNMENT AND INTERRELATION 
OF STUDY PROGRAMME OUTCOMES 

The logic of designing study programmes on 
the basis of learning outcomes requires pro¬ 
gramme outcomes, formulated on the basis of 
professional activity functions, to be divided 
into smaller learning outcomes. It is quite dif¬ 
ficult to define how small divided study pro¬ 
gramme outcomes should be in the case of a 
specific study programme; however, practical 
experience indicates that programme outcomes 
should be divided taking into consideration the 
fact that separate study programme components 
(course units, practice, course paper etc.) should 
consist of 5-8 learning outcomes. 40 to 96 28 
smaller learning outcomes can be formulated 
upon the division of programme outcomes (if a 
study programme has 8-12 learning outcomes). 
These divided learning outcomes are then 
grouped into larger study programme compo¬ 
nents according to the set criteria: course units/ 
modules, practices, course papers etc. Most of¬ 
ten study programme outcomes are grouped 
according to: a) relationship to one or another 
discipline; b) practical purpose of knowledge or 
skills when performing research and/or devel¬ 
oping practical activity competences; c) other 
criteria defined by the purpose and aim of a 
study programme, as well as future functions of 
a graduate s professional activity. That is the way 
one or another study programme components 
originate. If the principle of origination of study 
programme components is not followed, then 
we cannot talk about student-oriented studies 
based on learning outcomes. 

Divided study programme outcomes that 
are later grouped according to the set criteria 
create preconditions for study programme 
components to originate. The components 
have to be processed in accordance with the 


28 These numbers are orientational and illustrative. 
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komponentams, kuriuos butina apiforminti 
pagal nustatytus akademinius reikalavimus. 
Todel j tolesnj studiji} programq rengimq 
jtraukiami kompetentingi destytojai, ku- 
rie sistemina atitinkamq studiji) programos 
komponenti} studiji} rezultatus, pagrindzia 
ir formuluoja studijavimo pasiekimq jverti- 
nimo kriterijus, studiji} turinj, studiji} (des- 
tymo ir studijavimo) metodus, studijavimo 
pasiekimi} vertinimo metodus bei pagrindzia 
kitus atitinkamiems studiji} programos kom¬ 
ponentams butinus parametrus. Todel labai 
svarbu po visi} sip procedurij vel perzvelgti, 
kaip pakito suskaidyti ir sugrupuoti studiji} 
rezultatui, ar jie nesidubliuoja tarpusavyje, ar 
atskirij studiji} programos komponenti} stu- 
dijq rezultatai sudaro prielaidas nuosekliai 
pasiekti nustatytus studiji} programos rezul- 
tatus. Tam naudojamasi studiji} programos 
komponentp studiji} rezultatq kritinio deri- 
nimo matrica (1 lentele), kurioje surasomi 
visi} studiji} programos komponenti} rezul- 
tatai. Tokio pobudzio matrica leidzia nusta- 
tyti besidubliuojancius ar trukstamus studiji} 
programos komponenti} rezultatus ir atlikti 
si;} procedure yra labai svarbu uztikrinant 
rengiamp arba atnaujinaimj studiji} progra¬ 
ms kokyb^. 


set academic requirements. Competent teach¬ 
ers, therefore, engage in further programme 
design and development. These teachers sys- 
temise learning outcomes of specific study 
programme components, validate and for¬ 
mulate criteria for the assessment of learning 
achievements, study content, study (teaching 
and learning) methods, methods for assess¬ 
ment of learning achievements, as well as 
validating other parameters characteristic of 
some particular study programme compo¬ 
nents. It is very important, therefore, to review 
changes in the divided and grouped learning 
outcomes after all the procedures and check if 
they are not duplicated (overlapping), as well 
as to find out whether learning outcomes of 
distinct programme components consistently 
create conditions for the achievement by stu¬ 
dents of specified programme outcomes. The 
matrix of critical alignment (Table 1) of pro¬ 
gramme components and learning outcomes 
where the outcomes of all components are in¬ 
dicated is used to achieve this aim. This kind of 
matrix allows the identification of duplicated 
or missing outcomes. The completion of this 
procedure is of extreme importance when en¬ 
suring the quality of study programmes to be 
designed or renewed. 


1 lentele. Kritinis studiji) programos komponenti) studiji) rezultati) derinimas 
Table 1 . Critical alignment of learning outcomes of study programme components 


STUDIjy REZULTATAI 

LEARNING OUTCOMES 

STUDIjy 

PROGRAMOS 

KOMPONENTAI 

STUDY PROGRAMME 

COMPONENTS 

STUDIjy 

REZULTATAS 

NR. 1 

LEARNING 

OUTCOME 

NO. 1 

STUDIjy 

REZULTATAS 

NR. 2 

LEARNING 
OUTCOME 
NO. 2 

STUDIjy 

REZULTATAS 

NR. 3 

LEARNING 
OUTCOME 
NO. 3 

STUDIjy 

REZULTATAS 

NR. X 

LEARNING 

OUTCOME 
NO. X 

Studiji} dalykas D1 / Course unitDl 

SRD1-1 

SRD1-2 

SRD1-3 

SRD1-X 

Studijij dalykas D2 / Course unit D2 

SR D2-1 

SRD2-2 

SRD2-3 

SRD2-X 

Studiji} dalykas DN / Course unit DN 

SR DN -1 

SRDN -2 

SR DN -3 

SRDN -X 

Kursinis darbas KD1 / Course paper KD1 

SRKD1-1 

SRKD1-2 

SRKD1-3 

SRKD1-X 

Kursinis darbas KDN / Course paper KDN 

SR KDN-1 

SR KDN-2 

SR KDN-3 

SR KDN-X 

Praktika PI / Practice PI 

SRP1-1 

SRP1-2 

SRP1-3 

SRP1-X 

Praktika PN / Practice PN 

SR PN-1 

SR PN-2 

SRPN-3 

SR PN-X 

Baigiamasis darbas BD / Final thesis BD 

SR BD-1 

SR BD-2 

SRBD-3 

SR BD-X 
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Norint nustatyti, ar po kritinio derini- 
mo procedures studijij programos rezultatai 
grindziami pagrjstais studijij dalykij rezulta- 
tais, o pastarieji yra korektiskai suformuluoti, 
tikslinga naudotis studijij programos rezulta- 
tij, studijij dalyko rezultatij ir studijij dalyko 
studijavimo pasiekimij jvertinimo kriterijij 29 
s^sajij matrica (2 lentele). Si matrica gali buti 
naudojama ir jvertinant, ar studijij kompo- 
nentij rengejij suformuluoti studijij rezultatai 
sudaro s^lygas pasiekti atskirus studijij pro¬ 
gramos rezultatus? Ar jij studijij rezultatai 
nesidubliuoja, siekiant atskirij studijij pro¬ 
gramos rezultatij? 

2 lenteleje pateikiame menamos antros 
pakopos (magistro) „Svietimo kokybes va- 
dybos" studijij programos rezultatij sijsajij 
matricos pavyzdj su tos programos studijij 
dalyko „Svietimo tyrimij metodologija" re- 
zultatais bei dalyko rezultatij studijavimo pa¬ 
siekimij jvertinimo kriterijais. 

Matome, kad studijij dalyko „Svietimo 
tyrimij metodologija" rezultatai siejasi tik su 
vienu is 7 studijij programos „Svietimo ko¬ 
kybes vadyba" rezultatij, nes sis studijij da- 
lykas is esmes atlieka programos absolventij 
parengimo t^sti studijas aukstesneje dokto- 
ranturos studijij pakopoje funkcij;j. Kitij stu¬ 
dijij programos dalykij rezultatai gali sietis 
su keliais ar net visais studijij programos re- 
zultatais (pvz., minetoje studijij programoje 
„Svietimo filosofijos" dalyko atveju). Studijij 
programose, parengtose studijij rezultatij 
pagrindu, negali buti studijij komponento, 
kuris savo rezultatais „nemaitintij“ ne vieno 
studijij programos rezultato, nes tai lemia 
pati studijij programij rengimo studijij rezul- 
tatij pagrindu logika. 


29 Kaip minejome, formuluojant studijavimo pasiekimij 
jvertinimo kriterijus jsitikinama, ar studijij dalyko rezulta- 
tas suformuluotas teisingai. Kita vertus, studijij programos 
rezultatij, studijij dalyko rezultatij ir studijavimo pasiekimij 
jvertinimo kriterijij s^sajij matrica del akivaizdziq priezasciij 
yra zymiai veiksmingesne studijij programos kokybei, nei 
studijij programos rezultatij, studijij dalyko rezultatij ir stu¬ 
dijij metodij s^sajos. 


In order to determine if, after the proce¬ 
dure of critical alignment, programme out¬ 
comes are based on valid component out¬ 
comes and the latter are formulated correctly, 
it is advisable to use the matrix of links among 
programme outcomes, course unit outcomes 
and criteria for assessment of course unit 
learning achievements 29 (Table 2). This matrix 
can also be used to evaluate whether learning 
outcomes formulated by component designers 
allow students to achieve distinct programme 
outcomes? Are not their learning outcomes 
duplicated when achieving distinct outcomes 
of a study programme? 

The following table presents an example of 
the matrix of links among learning outcomes 
of an imaginary second cycle (master) study 
programme “Education Quality Management” 
and outcomes of the course unit “Education 
Research Methodology” and criteria for as¬ 
sessment of unit learning achievements. 

It can be seen that the outcomes of a course 
unit of “Education Research Methodology” are re¬ 
lated to only one out of 7 outcomes of a study pro¬ 
gramme of “Education Quality Management” as 
this course unit basically performs the function of 
preparing programme graduates to continue their 
studies at a higher cycle (doctoral). Outcomes of 
other study programme course units can be re¬ 
lated to several or even all study programme out¬ 
comes (e.g., in the case of a course unit of “Phi¬ 
losophy of Education” in the mentioned study 
programme). In study programmes designed on 
the basis of learning outcomes, there cannot be a 
course unit whose outcomes would not “feed” at 
least one of study programme outcomes. This is 
determined by the logic of designing programmes 
on the basis of learning outcomes. 

29 As it was already mentioned, formulation of the criteria 
for assessment of learning achievements helps to prove if a 
course unit outcome was formulated appropriately. On the 
other hand, self-evidently, the matrix of links among study 
programme outcomes, course unit outcomes and criteria for 
evaluation of learning achievements is much more effective 
for the quality of a study programme than the links among 
study programme outcomes, course unit outcomes and 
study (teaching and learning) methods. 
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2 lentele.„Svietimo kokybes vadybos" studijq programos rezultati) ir„Svietimo tyrimq metodologijos" studijq dalyko rezultatq 
bei studijavimo pasiekimq jvertinimo kriteriji) sqsajq matrica 

Table 2. The matrix of interrelation between programme-level outcomes of a study programme "Education Quality 
Management" and outcomes of a programme course unit "Education Research Methodology" and criteria for evaluation of 
course unit learning achievements 


STUDIjy PROGRA¬ 
MOS REZULTATAI 

STUDY 

PROGRAMME 

OUTCOMES 

STUDIjy DALYKO REZULTATAI 

COURSE UNIT OUTCOMES 

SLENKSTINIAI STUDIJAVIMO PASIEKIMy 
JVERTINIMO KRITERIJAI 

THRESHOLD CRITERIA FOR EVALUATION 
OF LEARNING ACHIEVEMENTS 

7. Atlikti taikomqjj 
svietimo kokybes 
reiskinio tyrimq 
pagal savo parengt^ 
tyrimo projektq; 

7. To perform an 
applied research of 
education quality in 
accordance with ones 
prepared research 
project; 

1. Paaiskinti mokslinio metodo esm^ ir svieti¬ 
mo reiskiniq tyrimo principus; 

1. To explain the essence of a scientific 
method and principles for the research of 
education phenomena; 

2. Apibudinti visus 8 svietimo reiskiniq 
tyrimo tipus, remiantis juos nusakanciais 
kriterijais; 

2. To describe all 8 types of education phe¬ 
nomena research on the basis of criteria that 
define them; 

3. Parengti konkretaus svietimo reiskinio 
tyrimo plan^, suformuluoti pagrindinius 
antr^ studijq pakop^ atitinkancius tyrimo 
parametrus; 

3. To draw a plan for the research of a specific 
education phenomenon by formulating main 
research parameters that correspond to the 
second study cycle; 

4. Priskirti statistinius terminus konkreciam 
svietimo reiskinio kiekybinio tyrimo atvejui; 

4. To ascribe statistical terms to a particular 
case of a quantitative research of an education 
phenomenon; 

5. Parengti duomenq rinkimo procedures pla- 
n^ konkretaus svietimo reiskinio tyrimo tipui, 
nurodant tyrimo priemones pobudj; 

5. To draw a plan for the procedure of data 
collection for a particular type of an education 
phenomenon research and indicate type of 
research tool; 

6. Paaiskinti svietimo reiskinio tyrimo 
duomenq analizes ir rezultatq pateikimo skir- 
tumus kokybiniq ir kiekybiniq tyrimq atvejais; 

6. To explain differences of an education 
phenomenon research data analysis and result 
presentation in cases of qualitative and quan¬ 
titative researches; 

7. Parengti mokslinio tyrimo ataskaitos plan^ 
konkreciam svietimo reiskinio tyrimo tipui, 
remiantis nustatytais reikalavimais. 

7. To draw-up a scientific research report 
plan for a particular type of an education 
phenomenon research in accordance with the 
set requirements. 

1. Paaiskintos mokslinio tyrimo metodo pagrin- 
diniu parametrif samprata ir tipai bei svietimo 
reiskiniu tvrimo taisvkles ; 

1. The concept and types of the main parameters 
of a scientific research method and rules for an 
education phenomena research are explained; 

2. Apibudinti visi 8 svietimo reiskiniq tyrimo 
tipai, isvardinantpagnndmms bent 4 tvrimo tipif 
kriterijus; 

2. All 8 types of an education phenomena research 
are described and the main criteria of at least of 4 
types of research that define them are enumerated; 

3. Parengtas konkretaus svietimo reiskinio tyrimo 
planas su tinkamai suformuluotais ir suderintais 
pagrindiniais antr^ studijq pakopq atitinkanciais 
tyrimo parametrais; 

3. A plan for the research of a specific education 
phenomenon with appropriately formulated and 
aliened main research parameters that correspond 
to the second study cycle is drawn; 

4. Tinkamai priskirti nors du statistiniai terminai 
konkreciu svietimo reiskinio kiekybinio tyrimo 
atveju; 

4. At least two statistical terms are correctly 
ascribed in a particular case of a quantitative 
research of an education phenomenon; 

5. Parengtas minimalius reikalavimus tenkinantis 
duomenq rinkimo procedures planas konkretaus 
svietimo reiskinio tvrimo tipui, nurodant tvrimo 
priemones pobudj; 

5. A plan that satisfies minimal requirements for 
the data collection procedure for a particular type 
of an education phenomenon research is drawn 
and the nature of a research tool is indicated ; 

6. Paaiskinti pagrindiniai svietimo reiskinio tvrimo 
duomenq analizes ir rezultatu pateikimo skirtumai 
kokybiniq ir kiekybiniq tyrimq atvejais; 

6. The main differences of an education phenom- 
enon research data analysis and result presentation 
in cases of qualitative and quantitative researches 
are explained; 

7. Tinkamai parengtas mokslinio tvrimo ataskaitos 
planas, laikantis pagrindiniij nustatvtq reikalavimq. 
7. A scientific research report plan is appro- 
priately drawn in accordance with the main set 
requirements. 
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5 

KAI KURIOS STUDIjy KREDITIJ 
PRISKYRIMO PROBLEMOS 

Formuluojant studiji} programos tikslcj ir 
studiji} rezultatus, butina jvertinti atskiroms 
studiji} pakopij programoms skiriam^ ECTS 
kreditij apimtj. Patirtis 30 rodo, kad paprastai 
formuluojamas per daug ambicingas studiji} 
program^ tikslas ir juos apibreziantys stu¬ 
diji} rezultatai bei jp pasiekimi} jrodantys 
studijavimo pasiekimi} jvertinimo kriterijai, 
kurie sunkiai dera su normatyviniu studi¬ 
ji} program^ rezultatams pasiekti skiriamu 
studenti} savarankisko darbo valandi} skai- 
ciumi (arba ECTS kreditais) atitinkamoje 
studiji} pakopoje. Paprastai tai isryskeja, kai 
formuluojami studiji} programos ir j;} suda- 
rancii} studiji} programos komponenti} stu¬ 
diji} rezultati} pasiekimo jvertinimo kriteri¬ 
jai bei atliekama reali 31 krediti} priskyrimo 
studiji} rezultatams pasiekti procedura. To- 
del j realiame studiji} procese nepatikrintus 
studiji} programos rezultatus reiketi} ziureti 
labai rezervuotai. Paprastai studiji} tikslas ir 
jj apibreziantys studiji} rezultatai „kalibruo- 
jami“ teoriniu ir praktiniu lygmenimis ke- 
let^ meti}, kol galutinai „susibalansuoja“ ir 
programa kritinio derinimo poziuriu tampa 
„stangri“ (suderinta, isbalansuota). Teoriniu 
lygmeniu toks „kalibravimas“ vyksta studiji} 
programos komponenti} rezultatus kritiskai 
derinant tarpusavyje ir su studiji} progra¬ 
mos rezultatais, formuluojant dalyko studiji} 
rezultati} pasiekimi} jvertinimo kriterijus, 
studiji} programos rezultatus susiejant su 
atskiri} dalyki} rezultatais ir ji} pasiekimo 
jvertinimo kriterijais. Praktiniu lygmeniu - 
kai suformuluotas studiji} programos tikslas, 
programos ir dalyki} rezultatai bei studenti} 

30 Vytauto Didziojo universitete eksperimento sijlygomis 
atskirose studijij programose ECTS sistema diegiama jau 
nuo 2008 metij. 

31 Nereali ECTS kreditij priskyrimo procedura yra tada, kai 
nacionaliniai kreditai mechaniskai dauginami is koeficiento 
1,5. 


5 

SOME PROBLEMS RELATED TO 
ALLOCATION OF CREDITS 

When formulating the aim of a study pro¬ 
gramme and learning outcomes it is necessary 
to evaluate the volume of ECTS credits given 
to distinct programmes of particular study cy¬ 
cles. Experience 30 shows that study programme 
aims, learning outcomes that define these aims 
and the associated criteria for the assessment of 
learning achievements that prove the achieve¬ 
ment of outcomes are often far too ambitiously 
formulated - in that they often greatly exceed 
the normative number of students’ individual 
work hours (of ECTS credits) given to achieve 
study programme outcomes in a particular 
cycle of studies. This usually becomes appar¬ 
ent during the formulation of assessment crite¬ 
ria for the achievement of outcomes of a study 
programme and study programme components 
and during the real 31 procedure of allocating 
credits to achieve learning outcomes. In reality, 
therefore, it is recommended that untested study 
programme outcomes are treated with reserve. 
Usually, a study aim and learning outcomes that 
define it are being “calibrated” at theoretical 
and practical levels for some years until a final 
“balance” is reached and the programme can 
be seen as “solid” (coordinated, balanced) in re¬ 
spect of critical alignment. This kind of “calibra¬ 
tion” is implemented at theoretical level when 
outcomes of study programme components 
are being critically aligned with each other and 
study programme outcomes, when assessment 
criteria for the achievement of course unit learn¬ 
ing outcomes are being formulated, when study 
programme outcomes are being related to out¬ 
comes of specific course units and the criteria 
for assessing their achievement. “Calibration” 

30 ECTS system was introduced as an experiment for indi- 
vidual study programmes at Vytautas Magnus University in 
2008. 

31 Unreal procedure of the ECTS credit allocation is when 
national credits are mechanically multipled by the 1,5 
coeficient. 
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studijavimo pasiekimij jvertinimo kriteri- 
jai isbandomi realiuose studijq procesuose 
(paskaitose, seminaruose, laboratoriniuose 
darbuose, praktikose, atliekant studentams 
savarankiskas uzduotis, rengiantis egzami- 
nams, jvertinus studenti} pazangq po semes- 
tro ir 1.1.). 

Studiji} process grindziant studiji} rezul- 
tatais (diegiant ECTS sistemq) labai svarbu 
apsispr^sti, kokiomis valandomis bus ma- 
tuojamas savarankiskas studenti} darbas: 
akademinemis ar astronominemis? Patirtis 
rodo, kad tikslingiau studenti} savarankis- 
kq darbq matuoti astronominemis valan¬ 
domis, o akademines valandas redukuoti j 
astronomines. 

Kita problema - „tipinio“ studento sam- 
prata. Ji svarbi tuo poziuriu, kad nustatant, 
kiek reikes studentui savarankisko darbo 
valandi} siekiant vieno ar kito studiji} re- 
zultato, paprastai remiamasi vadinamqja 
„tipinio“ studento samprata su jsivaizduoja- 
mais jo gabumais, gebejimais, mokejimais ir 
darbstumu. Problema ta, kad vienais metais 
j studiji} program^ gali jstoti „tipiniai“ stu- 
dentai su vienokiais „parametrais“, o kitais 
metais - su kitokiais. Todel gali skirtis jiems 
reikalingas valandi} skaicius tiems patiems 
studijp rezultatams pasiekti. Kita vertus, 
kvalifikacijoms suteikti nustatyti reikalavi- 
mai vercia studiji} programos realizuotojus 
pasiekti normatyviniuose dokumentuose 
nustatytus studiji} rezultatus. Trecia vertus, 
nevalia pamirsti, kad kai kurii} studiji} kryp- 
cii} ar net sriciq studiji} programi} rezultatai 
sparciai kinta del mokslines ir technines 
pazangos, todel krediti} priskyrimo ir per- 
skirstymo problema tampa labai aktuali bei 
sudetinga. 

Kita problema - kaip bus apsisprqsta, 
kiek studento savarankisko darbo valandi} 
salies aukstojo mokslo sistemoje sudaro 1 
ECTS kreditas. Ar tai bus konkretus, fiksuo- 
tas valandi} skaicius, ar paliktas tam tikras 
valandi} intervalas (sakykime nuo 25 iki 30 


is implemented at practical level when the aim 
of a study programme is formulated, when pro¬ 
gramme and course unit outcomes, as well as 
assessment criteria for student learning achieve¬ 
ments are tested in real study processes (lectures, 
seminars, laboratory works, practices, individu¬ 
al tasks, getting ready for exams, evaluation of 
progress after a semester etc.)- 

When basing a study process on learning 
outcomes (introducing ECTS system), it is 
very important to decide whether astronomi¬ 
cal or academic hours will be used to measure 
students’ individual work. Previous experience 
suggests that it would be better to measure stu¬ 
dents’ individual work in astronomical hours 
and redefine academic hours as astronomical 
hours. 

Another problem is related to the concept 
of a “typical” student and his/her imaginary 
aptitudes, abilities, skills and diligence where 
these are used to decide how many hours stu¬ 
dents are deemed to need in order to achieve 
a learning outcome. The problem here is that 
one year a programme can have “typical” 
students with one set of “parameters” while 
in other years these “parameters” may differ. 
Consequently, the number of hours needed to 
achieve the same learning outcomes can differ. 
On the other hand, requirements for award¬ 
ing qualifications often force implementers 
of a study programme to attempt to achieve 
given learning outcomes within given time 
limits - both being prescribed in normative 
documents. Moreover, one should not forget 
that study programme outcomes for some spe¬ 
cific study fields or areas can quickly change 
due to scientific and technical development in 
the labour market. The problem of credit al¬ 
location and reallocation, therefore, is always 
extremely complex, omnipresent and contex¬ 
tually relevant. 

Yet another difficult issue is to decide how 
many hours of student’s individual work consti¬ 
tute 1 ECTS credit at a national system of higher 
education. Should it be a specific, fixed number 
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val), kaip siuo metu siuloma vieno nacio- 
nalinio projekto 32 rekomendacijose? Jei buti} 
pasilikta prie antrojo (intervalo) siulymo, 
tuomet pasunketij susikalbejimas tarp Lie- 
tuvos bei Lietuvos ir uzsienio sal ip aukstij- 
jij mokyklq, studentij, darbdaviij ir politiki}. 
Sakykime, jei A universitetas nutartij, kad jij 
aukstojoje mokykloje 1 ECTS yra 25 val., o 
B universitetas, kad jq 1 ECTS yra 30 val. 33 , 
galima situacija: A universitete 150 studen- 
to savarankisko darbo valandij sudarys 6 
kreditus, o B universitete - 5 kreditus. Jei 
studiji} programos trukme - 4 metai, semes- 
tre studijuojami 5-7 dalykai (8 semestrai - 
40-56 dalykai), tos pacios studiji} trukmes 
programos minetuose universitetuose tures 
zenkliai skirtings kreditp skaiciq. Tokia si¬ 
tuacija sukurti} painiq kreditp skaiciavimo ir 
palyginimo tarp studiji} programi} si stem I}, 
klaidintp studentus ir darbdavius (studentai 
rinktpsi maziau kreditp turincias tokias pa- 
cias studijp programas, manydami, kad jos 
trumpesnes, bet paaisketp, kad jp trukme ir 
studentp darbo kruvis yra toks pat; darbda- 
viai turetp pagrindo manyti, kad studentas, 
baig^s daugiau kreditp turincip studijp pro- 
gramp, bus jgij^s papildomp kompetentin- 
gump, taip pat kiltp tarptautinio palyginimo 
su uzsienio salip aukstosiomis mokyklomis 
problemp ir 1.1.), pasunketp studijp kokybes 
vertinimas ir kokybes uztikrinimo procedu- 
rp palyginimas bei pan. 

Matome, kad studijp programp rengi- 
mas ir atnaujinimas studijp rezultatp pa- 
grindu yra nepaprastai sudetingas procesas, 
reikalaujantis is destytojp tam tikro didakti- 
nio kompetentingumo, aukstosios mokyklos 
atvirumo jtraukiant socialinius dalininkus ir 

32 Zr. nacionalinio projekto „Europos kreditp perkelimo ir 
kaupimo sistemos (ECTS) nationalities koncepcijos paren- 
gimas: kreditp harmonizavimas ir mokymosi pasiekimais 
grindziamp studijp programp metodikos kurimas bei diegi- 
mas (Nr. VPl-2.2-SMM-08-V-01-001)“ dokumentus. 

33 Dar paradoksalesne situacija susidarytp, jei tokio interva¬ 
lo galimybe butp palikta atskiroms studijp programoms ar 
net studijp programos komponentams. 


of hours or a range (for example from 25 to 30 
hours)? The latter being currently recommended 
in, at least, a one national project 32 . If a range is 
chosen, Lithuanian and foreign higher educa¬ 
tion institutions, students, employers and poli¬ 
ticians will struggle to understand one another. 
For example, if University A decides that 1 ECTS 
equals 25 hours at their institution, and Univer¬ 
sity B decides that 1 ECTS equals 30 hours 33 , then 
it is possible to have a situation where 150 hours 
of student’s individual work will equal 6 credits 
at the first university and only 5 credits at the 
second. If a study programme lasts 4 years and 
5-7 course units are studied during a semester (8 
semesters - 40-56 course units), then study pro¬ 
grammes of the same duration will have different 
number of credits at these two universities. This 
kind of situation would result in a confused sys¬ 
tem of credit calculation and comparison among 
study programmes; students and employers 
would be confused (students might choose the 
same study programme with less credits thinking 
that these studies are shorter but subsequently 
discover that their duration and workload are the 
same; employers might erroneously assume that 
a graduate of the study programme with more 
credits has additional competences; problems 
could arise during international comparison 
with foreign higher education institutions, etc.); 
comparative evaluation of study quality would 
become more difficult. 

It can be seen that the design and renewal of 
study programmes on the basis of learning out¬ 
comes is an extremely complex process that re¬ 
quires specific didactic competence on the part 
of teachers and openness by higher education 
institutions - especially when trying to involve 


32 See documents of the project “Preparation of National 
Conception of the European Credit Transfer and Accumu¬ 
lation System (ECTS): Credit Harmonisation and Creation 
and Introduction of the Methodology of Study Programmes 
Based on Learning Achievements” (No. VP1-2.2-SMM-08- 
V-01-001). 

33 An even more paradoxical situation would be face if such 
decisions were made at the level of study programmes, or 
even, components of a study programme. 
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tarptautinius partnerius j studijq programij 
rengimq, jq jgyvendinimq ir studijavimo 
pasiekimij vertinimq, nes tai susij^ su auks- 
tosios mokyklos kaip organizacijos kultu- 
ros, ypac kokybes kulturos, kaita. Patirtis 
rodo, kad destytojai j siq naujovq reaguoja 
nevienodai. Todel labai svarbi ir aukstosios 
mokyklos vadovybes pozicija, mokejimas 
planuoti, organizuoti ir jgyvendinti univer- 
siteto ar kolegijos kaip institucijos organiza- 
cin§ kaitq. 

ISVADOS 

Siame straipsnyje diskutuoti pagrindiniai 
studijij programq rengimo ir atnaujini- 
mo studijij rezultatq pagrindu zingsniai. 
Sukaupta patirtis diegiant studijij rezulta- 
tus j studijij process leidzia daryti tokias 
isvadas: 

• Studijij programos paskirtis turi atspin- 
deti pagrindin^ numatomq profesin^ veiklq; 

• Studijij programos tikslas turetq buti 
formuluojamas remiantis pagrindinemis bu- 
simomis studijij programos absolvento profe- 
sines veiklos funkcijomis; 

• Profesines veiklos funkcijos atlieka 
studijij programos rezultatij identifikavimo 
funkcijcj; 

• Studijij programos rezultatai, pri- 
klausomai nuo studijij programos pakopos, 
fiksuoja, apibrezia, kokiame lygmenyje 
studijij programos absolventas turi ismok- 
ti atlikti atitinkamas profesines veiklos 
funkcijas. Suformuluoti studijij programos 
rezultatai turi uztikrinti, kad programos 
absolventai galetij t^sti studijas aukstesneje 
pakopoje; 

• Studijij programos gali buti aprasomos 
kompetentingumais arba studijij rezultatais. 
Studijij programij aprasymas studijij rezulta¬ 
tais yra detalesnis, skaidresnis, kokybiskesnis, 
bet reikalauja daugiau intelektualiniij ir laiko 
sijnaudi}; 


stakeholders and international partners. All this 
is likely to require changes of culture (especially, 
quality culture) within a higher education insti¬ 
tution as an organisation. Experience has show 
that there can be a wide variety of reactions by 
teachers to such cultural changes. The posi¬ 
tion and actions of authorities within a higher 
education institution is, therefore, of extreme 
importance in terms of their ability to plan, or¬ 
ganise and implement organisational changes 
successfully at an institutional level. 

CONCLUSIONS 

The most important steps in designing or re¬ 
newing study programmes on the basis of 
learning outcomes have been discussed in the 
light of experience gathered when introducing 
learning outcomes into the study process. The 
following conclusions can be drawn: 

• The purpose of a study programme 
should reflect the main intended professional 
activity of graduates; 

• The aim of a study programme should 
be formulated on the basis of the main func¬ 
tions of professional activity in the occupa¬ 
tions at which graduates are targeted; 

• Likely future professional activity re¬ 
quirements should inform the design of study 
programme outcomes; 

• Depending on the cycle of a study pro¬ 
gramme, study programme outcomes define 
the level of professional activity functions that 
a graduate of a programme should learn to 
perform. Study programme outcomes should 
be formulated so as to ensure that programme 
graduates are able to continue their studies 
into a higher study cycle; 

• Study programmes can be described in 
terms of competences or learning outcomes. 
The description of study programmes in terms 
of learning outcomes is more detailed, more 
transparent, has higher quality but requires 
more intellectual resources and time; 
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• Mokslininkai ar praktikai, siulantys 
tq pack} studiji} program^ tuo paciu metu 
aprasyti dviejq tipq - nedetalizuotais (kom- 
petentingumais) ir detalizuotais (kompeten- 
tingumais, mokejimais ir ziniomis) - studiji} 
rezultatais 34 , savo teiginius turetij argumen- 
tuotai pagrjsti; 

• Studijp programos ir dalyki} rezultatai 
turetij buti formuluojami laikantis jq formu- 
lavimui keliamu atitinkami} reikalavimij; 

• Studijavimo pasiekimi} jvertinimo 
kriterijij formulavimas parodo, ar studiji} 
rezultatai suformuluoti laikantis nustatyti} 
reikalavimi}; 

• Studiji} programi} komponentai turi 
atsirasti grupuojant suskaidytus studiji} pro¬ 
gramos rezultatus pagal aiskiai nustatytus 
kriterijus; 

• Bet kuris studiji} programos kompo- 
nento rezultatas turi „maitinti“ bent vienq 
studiji} programos rezultatcj; 

• Studiji} programos rezultati} sudetin- 
gumas turi atitikti studiji} pakopai ir kryp- 
ciai nustatytus reikalavimus bei dereti su 
skiriamu studento savarankisko darbo laiko 
apimtimi jiems pasiekti, „tipinio“ studento 
gabumi}, gebejimq, mokejimq ir darbstumo 
paradigmoje; 

• Tikslinga nustatyti konkreti}, fiksuotq 
vienam nacionaliniam ECTS kreditui priski- 
riamq studento savarankisko darbo valandi} 
skaiciq; 

• Studento savarankisko darbo va- 
landc} prilyginti astronominei valandai, o 
krediti} priskyrimo procese pasitaikancias 
akademines (paskaiti}, seminari}, labora- 
torinii} darbi} ir t. t. ) valandas redukuoti j 
astronomines; 

• Studiji} programi} rengimas ir at- 
naujinimas studiji} rezultati} pagrindu yra 

34 Taip siuloma daryti projekto „A Tuning Guide" (2010) 
pateiktuose studiji} programos aprasq pavyzdziuose. Kita 
vertus, reiketi} gilesnes analizes, kuo mineto projekto pavyz¬ 
dziuose pateikiami studiji} programi} rezultatai savo formu- 
luotemis ir turiniu skiriasi nuo tos pacios studiji} programos 
kompetentingumij? 


• Scientists or practitioners who sug¬ 
gest describing the same study programme in 
terms of two types of learning outcomes 34 - 
non-detailed (competences) and detailed 
(competences, skills and knowledge) - at the 
same time need to justify this stance on the ba¬ 
sis of valid arguments; 

• Study programme and course unit out¬ 
comes should be formulated in accordance 
with set procedures and design parameters; 

• The process of formulating assessment 
criteria can identify whether learning out¬ 
comes have, themselves, been formulated in 
accordance with the set requirements; 

• The logical structure of study pro¬ 
gramme components should become appar¬ 
ent when divided study programme outcomes 
are grouped according to clearly indicated 
criteria; 

• Any outcome of a study programme 
component should “feed” at least one study 
programme outcome; 

• The complexity of study programme out¬ 
comes - and the number of hours of individual 
student work assumed to be needed to achieve 
these outcomes - should correspond to the re¬ 
quirements set for a study cycle and field and 
be set within the paradigm of a “typical” stu¬ 
dent’s aptitudes, abilities, skills and diligence; 

• The allocation of a specific, fixed 
number of hours of individual student work to 
one national ECTS credit is preferable to allo¬ 
cating a range of hours with a maximum and 
minimum; 

• An hour of student’s individual work 
should equal an astronomical hour; academic 
hours (lectures, seminars, laboratory works etc.) 
that can be found in the process of credit alloca¬ 
tion should be delineated in astronomical hours; 


34 As indicated in the examples of study programme des- 
criptions provided in the project “A Tuning Guide” (2010). 
On the other hand, a deeper analysis is required to find the 
differences among the formulations and content of study 
programme outcomes provided in the project examples and 
competences of the same study programme. 
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sudetingas ir laiko imlus procesas, reika- 
lauj antis atitinkamo destytojq didaktinio 
kompetentingumo, jq ir kiti} socialiniij 
dalininkq bendro komandinio darbo, tarp- 
tautinii} partneriq jtraukimo bei atitinka- 
mos aukstosios mokyklos kaip organizaci- 
jos kulturos; 

• Studijq rezultatij jdiegimas j stu- 
dijij process yra butina prielaida efekty- 
viam studijq kokybes uztikrinimo sistemos 
funkcionavimui. 


• The design and renewal of study pro¬ 
grammes on the basis of learning outcomes is 
a long and complex process that requires ap¬ 
propriate competence on the part of teachers, 
their joint teamwork between and with other 
stakeholders, the involvement of international 
partners and specific changes in the organisa¬ 
tional culture of higher education institutions; 

• The introduction of learning outcomes 
into a study process is a necessary precondi¬ 
tion for an effective quality assurance system. 
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